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CHAPTER I 
STATEMENT OF THE PROBLEM AND 
REVIEW OF THE LITERATURE 
Teachers have long been concerned with the need 
for developing techniques which would stimulate children 
to desirable attitudes and abilities in the area of crea-
tive expression . The very complexity of the problem bas 
hampered research in the area. Many excellent teachers 
feel insecure in this phase of the language program. This 
is well stated by Haskell1 in the following quotation: 
How rare is the teacher who voluntarily teaches 
or carries on an English l esson when visitors are 
in the roomJ Social studies, reading, arithmetic 
or spelling seem relatively safe to teach before 
an audience . But how many supervisors or principals 
have the experience of observing English lessons 
frequently in the elementary schools? The writer 
does not mean to imply that English is not being 
taught . She believes, however, that there is much 
confusion and uncertainty in the thinki.ng of teach-
ers both as to the scope of the subject and as to 
desirable methods of teaching it. 
1 Jean Haskell, "Improving Written Language Through 
Group Composition," Twentieth Yearbook, Department of Ele-
mentary School Princiqjls, National Education Association, 
(Mashington, D.c., 19 1), p . 339. 
:1 
·' 
~nether factor in the teaching of writing is recorded 
by Applegate.l 
• • • under wise guidance anyone who has anything to 
say can be helped to say it correctly. The trouble 
with us teachers is that we spend so many hours help-
ing pupils who have said nothing to say it better. 
It was the purpose of this study, therefore, to con-
struct and evaluate a series of exercises to stimulate the 
flow of ideas in children's writing in grades four, five 
and six. 
REVIEW OF THE LITERATURE 
Definitions of creative writing. There appear to 
be many differences in the definition of creative writing 
due to the emphasis placed on the various qualities. 
Several writers stress experiences in their definitions. 
Frederick2 says, 
By creative expression we mean experience which 
is valued for its own sake and not for some utili-
tarian end or practical consideration. 
1 Mauree Applegate, Helping Children Write, (Scran-
ton, Pa.: International Textbook Company, 1949), p. 101. 
2 .John T. Frederick, "The Place of Creative writing 
in American Schools," English .Journal, Vol. 22, (.January, 
1933), p. 11. 
2 
Stressing the various forms of experiences, Sister 
M. Evarista1 believes creative writing 
• • • Is nothing more nor less than the writer •·s 
effort to communicate his spiritual, intellectual, 
and emotional experiences, efficiently and effective-
ly. 
The importance of experience is expressed further 
by Hatfield2 when he states, 
Creative expression is the translation of ex-
perience into words. [italiCS in the origlnal~It 
occurs when a person recognizes the dignity of his 
own experience, and when he imposes upon his ex-
perience the discipline of expression in an effort 
to share it with others. Creative expression is 
differentiated from other forms of composition by 
the absence of an external or utilitarian motive,/ 
by the fact that it is done primarily for its own 
sake, and proceeds from experience which is recog-
nized as possessing intrinsic (italics in the ori-
gina~rather than 'practical' values • • • In 
creative expression, • • • the reason for trans-
ferring the experience lies not in some material 
benefit to be attained by the writer or the speaker, 
but in his pleasure and interest in the experience 
itself. 
1 Sister M. Evarista, "Nurturing the Creative 
Writing Bug, tt Catholic School Journal, Vol. 51, (Septem-
ber, 1951), p. 243-245. 
2 w. Wilbur Hatfield, Chairman, An E~erience .QJ!!:.-
riculum in English. English Monograph No. ~ National 
Council of Teachers of English (New York: Appleton-Century-
Crofts, 1935), p. 110. 
·' 
3 
Applegatel reels ideas are vital, for her definition 
reads, 
Creative ideas are those we believe in so strongly 
that they pound on the inner door to be released. It 
does not matter whether a teacher assigned the writing 
or we assign it, to ourselves; ir we reel it, we can 
be taught to write it ••• Creative writing then , 
is writing that pushes itselr out or a bed ot ideas. 
One writer mentions both experiences and ideas in 
her definition. This is Dawson2 who declares, 
Since creative language is the verbal expression 
of inner personal reactions to experience, it is pos-
sible to be cr eative and yet not use unusual expres-
sions. Ordinary words can convey emotion and build 
clear- cut concepts in the listener or reader • • • 
So creative language need not be fancirul or unusual: 
but it must reflect the inner self and express the 
story-teller's own ideas. 
Other writers feel originality is very important in 
creative writing because originality depicts the child's 
ovrn feelings . 
In their definition , Lee and Lee3 dwell on originali-
ty, for they say , 
In one sense all writing that is not dictated or 
copied is creative. It is original, a new combina-
tion of words for that child. 
1 Mauree Appl egate, Hel£ing Children Write . (Scran-
ton, Pennsyl vania, International Textbook Company , 1949), p. 1 
2 Mildred A. Dawson, Teaching Language in the Grades . 
(Yonker s - on - the-Hudson, New York : World Book Company , 1951) 
pp. 260- 261. 
3 J . Murray Lee and Doris May Lee, The Child and His 
Curriculum. (New York: Appleton- Century- Crofts, 1950); p:-624. 
Dawson and Miller1 stress originality in their ~eel­
ings concerning the conception of creative writing. 
The coneept of creative writing should be broadened 
to inelude not only stories and ver~e, but also any 
type of writing in which the creative element of ori-
ginality predominates. 
Reiterating this idea about originality, Tidyman and 
Butterfield2 state, 
In creative expression a conscious effort is made 
to use fitting and beautiful words, figures of speecht 
and various other rhetorical devices to give force and 
beauty to expression. Content is largely concerned 
with the expression of personal ~eelings and thoughts; 
and imagination enters prominently, but not exclusively. 
Originality is an impartant factor; that is, the child 
must express his own mental or emotional reactions, not 
simply report the thoughts and feelings of others. 
Tidyman and Butterfield3 stress originality again 
when they write, 
••• Originality of expression is a desired quality 
of nearly all language work and that some authors and 
teachers regard originality as the quality that iden-
tifies creativeness. 
1 Mildred A. Dawson, and Jonnie Mashburn Miller, 
Language for Daily ~· Teachers Manual, Grade VI. (Yonkers-
on-the-Hudson, New York: World Book Company, 1948), p. 7. 
2 Willard F. Tidyman, and Marguerite Butterfield, 
Teaching the Language Arts. (Ne\>T York: McGraw Hill Book 
Company, InCorporated,-r9;1), p. 189. 
3 12£. cit. 
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Originality and experience are both important quali-
ties according to Stricklandl who says , 
••• Creative writing is free writing, with the em-
phasis on originality of content and style. A creative 
product is the child's own and is satisfactory when he 
is satisfied with it. 
Striekland2 also declares, 
No clear distinction can be made between what is cre-
ative· in writing and what is purel y practical. A 
personal letter to a friend or the report of an ex-
perience can be creative writing, in a sense. The 
distinction that is needed lies between the writing 
in which emphasis is placed on learning how to do 
things and practicing to gain skill and the writing 
in which the emphasis is on expression of one's own 
imaginative and original thinking for the pleasure 
that can be derived from such expression. 
Personal reactions to the writer ' s experiences are 
stated by McKee3 in his definition, for he believes creative 
writing is 
••• To be distinguished from other writing by the 
fact that it a lways ( italics in the originaU includes 
ideas which represent the writer's reaction to the 
situation or experience about which he writes. When 
the child writes creatively he expr esses, in one way 
or another , his feelings about or his intellectual re-
actions to some experience he has had, to something 
he has seen, heard, or otherwise come in contact with • . 
This expression of one ' s personal reactions constitutes 
the quality of originality, and it is original because 
no one other than the writer can produce it . It is his 
own contribution. 
D. C. 
1 Ruth c. Stricklandt ~ Language ~. 
Heath & Company, 1951;, p . 278. 
(Boston: 
2 Ibid.' p. 286 
6 
3 Paul Gordon McKee, Language in the Elementary School . 
(Boston : Houghton Mifflin Company, 1939, Revised Edition), p.209. 
Van Allenl also stressing personal reactions to the 
writer' s experiences , uses much the same phraseology as the 
previous writer f or he says, 
There are many points of view as to what creative 
writing is, but as used in this discussion it will 
mean that when a child writes creatively he expresses, 
in one way or another, his feelings or his intellec-
tual reactions to some experience he has had , to some-
thing he has seen, heard, or otherwise come in contact 
with through his senses. This expr ession of personal 
reactions constitutes the quality of originality, 
Ci talics in the originall because no other than the 
writer can produce it. It is his own contribution. 
It cannot be forced from without by topic assignment 
or adherence to form, but must come from within. The 
writer must have more than the words . He must have the 
idea, the insight , the formation of an image. 
Freedom in dealing with creative writing is emphasized 
when Witty2 declares, 
Creative writing is used to refer to composition 
in which the writer has had f r eedom to choose his own 
subject , the time for writing, the form in which his 
expression appears, and the length of the products . 
Objectives £! creative writing. As would be expected 
many of the objectives of creative writing are identical 
with the objectives of other elements of the written language 
program in the elementary schools. Many writers in the field 
of creative writing have, however, pointed out objectives of 
creative writing that deserve special mention . 
1 R. Van Allen , ttWhat is Creative Writing?'t Elementary 
English , Vol . 25, (March, 19~8), p. 17~. 
2 Paul Witty, "Opportunity to Write Freely," Elemen-
tary English Review, Vol . 19, (May , 19~2), p. 172. 
Incr eased ability of self- expression , widening and 
deepening of the child's experiences and the development 
of a greater appreciation of good literature are three of 
the objectives of creative writing in the elementary schools 
that deserve speci a l mention . Ferebeel stresses the value 
of the first objective mentioned above, self-expression, 
when she suggests that : 
Our sole concern is to so l oose each child f r om 
self-consciousness and his fears that he can find 
and strengthen his own unique language powers . 
Lee and Lee2 while not as emphatic as Ferebee feel 
much the same as she for they ar gue that~ 
The essential element i s that the child is saying 
something that he feels the need, the urge to say, 
something of his own experience , his own thinking and 
feeling. 
McKee3 , while not singly out creative writing as the 
sole means of reaching the objective of self-expression, is 
in general agreement with the others when he proposes : 
All instruction in language should rest upo~ the 
basic assumption that the fundamental purpose 2n 
such activity is to teach the child how to express 
his own ideas . 
1 June D. Ferebee, nGaining Power Through Writing," 
Elementary English, (December, 1942) p. 284. 
8. 
2 Doris Lee and J. Murray Lee, The Child and His 
Curriculum (New York : Appl eton-Century- crofts Inc.l95'0J p. 625. 
3 Paul McKee, Language in the Elementary School (Boston : 
Houghton Mifflin Company, 1939;-p:-g8. · 
The 1939 Report of the National Council of Teachers 
of Englishl indicates acceptance of the opinion that the 
act of self-expression in creative writing is more important 
than the composition that results from the activity. This 
opinion is shared by several other writers to varying degrees. 
Hatfield 1s2 list of five objectives of creative writ-
ing is concerned primarily with the objective of deepening 
and widening the child ' s experiences, rather than the ob-
jective of self- expression. 
1. To help pupils recognize the value of their own 
experiences . 
2. To amplify the range of pupils' experiences. 
3 . To improve the quality of pupils ' experiences 
by encouraging more discriminating observation. 
4. To aid pupils to fit words to details of ex-
periences. 
5. To help pupils discover suitable forms for the 
transfer of experiences. 
Ragland3 has also proposed a list of five objectives. 
While she lays stress upon the process of writing, in doing 
so she indicates ways in which each child's experiences may 
be widened and deepened. 
1 Angela M. Broening, Chairman, Conducting Experiences 
in English, Report of the National Council of Teachers of 
English, (New York: Appleton-Century- Crofts Inc. 1935) p. 140. 
2 W. Wil bur Hatfield, Chairman, An Experience Curri-
culum in English, English Monograph No.~, National Cou.ncil 
of Teachers of English, (New York: Appleton-Century-Crofts 
Inc. 1935) p. 110. 
3 Fannie Ragland, "Helping Children Learn to Write,''" 
Pamphlet Publication Number z, National Council of Teachers 
of English, (Ann Arbor, Michigan: Edwards Brothers Inc . 1944) 
p. 77. 
9 
\ 
Think or writing as an inseparable and essential 
part of living and learning in and out of school. 
Consider writing a by-product of thinking. 
Recognize that learning to put ideas on paper 
is a complex task. 
Set the goals for each child's improvement con-
sistent with ability. 
Make writing a vital part of their living. 
In discussing the objective ef creative writing 
McKeel makes reference to all t hree objectives previously 
mentioned by describing the purposes of creative writing in 
the following terms: 
First it seeks to give the child opportunity to 
express his own intimate thoughts concerning experi-
ences with which he comes in contact. This self-
expression of his personal and intimate reaction is 
supposed to contribute to the development of a well-
balanced, happy and well adjusted personality. The 
second purpose of creative writing lies in making 
provisions for those children who possess literary 
talent to secure encouragement and appropriate in-
struction. A third purpese l ies in the possibility 
of arousing and maintaining a sensitiveness to, an 
interest in and appreciation of good literature. 
Finally the stimulation ef original writing in which 
the child learns to use his own language to express· 
his own ideas is undoubtedly more conducive to the 
development of language ability than are traditional 
procedures. 
Hatfield2 corroborates Ragland and McKee and in a fur-
ther comment points out that creative writing can develop in 
children an appreciation of experiences for their own sake, 
and that the pleasure of those experiences can be increased 
and deepened by the act of communicating those experiences. 
1 McKee, £2• cit., p . 210. 
2 Hatfield , £2• £11., p. 111. 
10 
Tidyman and Butterfieldl stress as the primary goal 
of creative writing an acquaintance with and enjoyment o:f 
literature . As shown by the works cited above few ~~iters 
seem to feel that an appreciation of literature is the pri-
mary goal of creative writing. It is a desirable objective 
of creative writing, but perhaps not one that should be 
given precedence over all others. 
Although most authors tend to regard creative writ-
ing as an element of the language program and to indicate 
objectives and techniques for the development of creative 
writing within the framework of the language program, 
Hatfield2 indicates a goal of creative writing that while 
not widely reported is one deserving carefUl contempl ation. 
He suggests : 
Since its goal is to develop pupil 's capacity 
for creative experiences, creative expression 
should be interpreted primarily as a point of 
view rather than as a separate course in the 
curriculum. 
Child development !u relation to creative expression. 
The importance which child development plays in the individual 's 
academic progress is well recognized by modern educators . 
1 Willard F. Tidyman and Mar guerite Butterfield, 
Teaching in the Language Arts, (New Yor k : McGraw Hill Book 
Company, 19~P · 200. 
2 Hatfield, 2£• £11., p . 115. 
With specific reference to the part this development has 
in the teaching of language McKeel has this to say: 
The program in oral and written expression should 
utilize the known facts of child development that 
are pertinent to the problems inherent in the teach-
ing of speaking and writing. Instruction in ••• 
composition ••• should fit the present interests, 
needs, experiences, and abilities ef the pupils to be 
taught. 
12 
Striekland2 places even more emphasis on the importance 
which child development plays in the pupil's language sue-
cess. She says: 
Progress in the mastery of language is not a 
matter of planned instruction and willing learning, 
but rather a process of natural development and 
maturation in an environment which provides stimu-
lation and guidance. 
The language program should be geared to the childts 
natural development, according to Dawson3 who outlines the 
relationship which various aspects of grmvth bear to his 
language success as follmvs: 
1 Paul McKee, "An Adequate Program in the Language 
Arts,"· Forty-Third Yearbook of the National Society !.Q!: ~ 
Study£! Education, ~ g, CChicago, Illinois~ Department of 
Education, The University of Chicago, 1944) p. 26. 
2 Ruth G. Strickland, ~Language Arts (Boston: D. 
c. Heath & Co., 1951) p. 1~. 
3 Mildred A. Dawson, "The ].anguage Program Geared 
to Child Development," Language Arts Leaflet No. 8 (Ne'\v 
York: World Book Co., 1951) pp. 1-2. 
1. Growth is continuous . As the child matures 
and acquires an-increasing store of exper iences , he 
is constantly adding to his language proficiency. 
2. His learnings occur in orderl~ sequence. The 
infant's-Dablings lay the basis forhe enunciation 
of words. The original one-'\trord sentence grcms year 
by year to sentences averaging seven or eight words 
at the age of ten or eleven. The early predominance 
of simple sentences is reduced as the compound or com-
plex sentence comes to fit the interrelated thinking 
of the child. 
3. The pattern Q! growth fi9m child 1Q child varies. Q!hildren vary in their original endowment, in their 
rate of growth, ~nd in environmental influences that 
do much to shape language development. 
4. The tempo of growth ll uneven . If physical 
grov~h is very rapid, for instance, the child may 
temporarily be almost at a standstill in language 
development, or may be ill at ease socially while 
his body is struggling to gain muscular coordination. 
5. The rate and pattern Qf growth may ~ modified 
£l conditions both inside and outside ~ body. Emo-
tional instability, malnutrition, serious illness, 
lack of opportunity to play and to talk with peers, 
or aggravated physical defects are among the condi-
tions that may adversely affect language gro'\t~h. 
6. ~ child's total gro'\trth ll ~ complex Q! inter-
related phases . Since each child is a unitary organi-
zation, every phase of his being (physical, mental, 
emotional! and social) affects every other phase, for 
good or i 1. 
The importance which the natural development of the 
child has on his language grovrth appears to be without dis-
pute among present day writers . Some point out that not 
only is child development important in a child's language 
growth but that language in itself constitutes an important 
:13 
phase of the child's development. Roundsl stresses this 
point in these words: 
Probably there is no more delicate organism than 
the mind of a child. So sensitive it is to the in-
numerable and varied impressions which play upon it 
that its sensitivity cannot be guaged. Is it any 
wonder, then, that children record naturally! by 
one means or another, their experiences, the r impres-
sions, and their emotional reactions? Writing is, 
thereforet as much a part of a child's development 
as any lire experience. 
In a similar vein Ferebee2 concludes that the sense 
of power which the child gains when he writes something 
that pleases himself impels growth. 
LaBrant3 is in accord with the above authors in 
stressing that a sound school program takes into considera-
tion the importance of child development in the teaching 
of language. 
Any study of child development would be incomplete 
without reference to the difference between the rate of 
grO\-rth in girls and boys. Teachers frequently ask, nWhy 
do girls write ,.,i th more facility and at greater length 
than boys of the same age?" With re~pect to this LaBrant4 
states: 
1 Elizabeth w. Rounds, "Fostering Creative Writing by 
Young Children , " Elementary School Journal, 50 ::3 7 September 
1949. 
14 
2 June D. Ferebee, "Story Writing With a Fifth Grade," 
Pamphlet Publication No. 2 of the National Council of Teach-
~ .Q! English (Ann Aroor, Michigan:: Edwards Bros. Iilc.l944) p. 20. 
3 Lou LaBrant, ~ Teach English (New York: Harcourt, 
Brace and Company, 1951) p. 62. 
4- ~., p. 82. 
We know now that girls tend to develop physically 
more rapidly than do boys . ~fuat e~fect this may have 
on the ease with which girls manage a pen or pencili 
and what secondary e~fect this may have on their wi 1-
ingness to write compositions and to correct them, 
we have yet to ~ind out. We do know that they usually 
write longer papers than do boys o~ the same age. The 
whole matter o~ the relation o~ physical deftness to 
attitudes toward and hence to compositiens has yet to 
be explored with any degree o~ thoroughness . 
On this particular phase o~ development as it relates 
to language La.Brant1 says ~urther: 
The fact that girls are generally in advance of 
boys in developing skill with the hand muscles may 
also a~fect their attitude toward writing composi-
tions and especially toward meeting standards of 
neatness or revision and of penmanship. These in 
turn affect the desire or williNgness to do any writ-
ing at all. 
The close r elationship of the child's natural develop-
ment to his language growth does not, of course, preclude 
the use of good teaching to improve skill in language. It 
rather, brings more forcibly to the attention of those who 
teach language the knowledge that just as human growth is 
slow so too is the child's development in language. Meek2 
corroborates this in the following words:: 
Creative writing doesn't just happen, any more 
than any kind of honest effort just happens. It's 
a long, slow, discouraging process and all sorts of 
devices are used to make it grow into a r eal living 
thing. 
1 La.Brant, 22· eit., p. 86. 
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2 Shirley Meek, "Creative Writing " Twentieth Yearbook, 
Department of Elementary School Principals~ National Education 
Association-rwashington, D.c., 1941) p. 34b. 
Treanorl agrees thoroughly with this thinking. He 
concludes: 
••• As all who have ever put their hand to writing 
know so well composition is a difficult task. Ex-
pression by means of language requires mature delibera-
tion, a knowledge and a facility with words, familiari-
ty with sentence structure, and the ability to engender 
a particular atmosphere in the whole composition. For 
composition comes rarely by accident, must be sought 
diligently and for a long time, and can be acquired 
only after laborious application. 
· Regarding this slow development of skill in story 
writing Applegate2 is also in agreement. 
Writing on the same subject, Sister Evarista3 makes 
this statement: 
Writing, being a creative art must grow and 
shape itself with time and experience. 
A rather classic statement rela-tive to how long it 
takes to make a writer comes from Carl Sandburg4 who at the 
age of seventy-two wrete: 
1 John H. Treanor, "English Composition in the Ele-
mentary School,u Education, 67:297, January, 1947. 
2 Mauree Applegate, Helping Children write (Scranton, 
Pa.: International Textbook Company, 1949) p. 102. 
3 Sister M. Evarista, "Nurturing the Creative ~iting 
Bug,tt Catholic School Journal, 51:245, September, 1951. 
4 Carl Sandburg, "Trying to Write," Atlantic MonthlY, 
186:33, September, 1950. 
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:l7. 
At the age of six, as my fingers first found how to 
shape the alphabet I decided to become a person of 
letters. • • • I am still studying verbs and the mys-
tery of how they connect nouns. I am more suspicious 
of adjectives than at any other time in all my born 
days. • •• All my life I have been trying to learn 
to read, to see and hear, and to write. • •• I should 
like to think that as I go on writing there will be 
sentences truly alive, with verbs quivering with nouns 
giving color and echoes. It could be, in the grace of 
God, I shall live to be eighty-nine, as did Hokusai, 
and speaking my farewell to earthly scenes, I might 
paraphrase: "If God had let me live five years longer 
I should have been a writer." 
Many writers then, are in agreement as to the slow 
development of the creative writing skill. What the teach-
er's role should be, in view of this situation is rather 
neatly summarized by Raglandl in these werdst 
The teacher who would help children experience 
success must aceept the fact that learning to write is 
a complex task. Few children can compose with the 
reader in mind~ and at the same time, spell, punctuate, 
capitalize, write legibly, remember written forms, and 
use the correct forms of troublesome verbs and pronounce. 
But if they know what they want to say, will try to get 
their ideas on paper, and then revise after the first 
draft n cools, n they can grc:>w in power to write •. 
Brueckner2 reiterates this idea about the complex 
nature and the slow growth of creative writing in these 
words: 
1 Fannie J. Ragland, "Helping Children Learn to Write, n 
Pamphlet Publication n£. z, National Council £! Teachers of 
English_ (Ann Arbor, Michigan: Edwards Bros. Inc.,l944) p.""'?4. 
2 Leo J. Brueckner , ttLanguage:; The Development of Oral 
and Written Composition," Thirty-Eighth Yearbook of .1h.§_ Na-
tional Society for the Study of Education (Bloomington, Ill.: 
Public School Publishing Co., 1939) pp. 227-228. 
The grmvth of the ability to write well organized 
compositions and letters is a highly complicated 
process . In the first place, there is involved the 
gradual development of the oral and written vocabulary. 
When these are inadequate, the pupil finds difficulty 
in expressing his ideas, often because of lack of basic 
experience, he may have no thoughts to express about 
the topic under consideration. In the second place, 
there is involved a complex developing physical process 
(namely , handwriting) that interferes seriously with 
the expression of ideas in the case of young children. 
In the third place, there are numerous formalities in 
style, usage, and grammar that must be borne in mind 
in expressing ideas. Finally 7 the pupil must master 
numerous rules for capitalization and punctuation, 
which in themselves constitutes a real burden. 
1.8 
Any study of child development as it affects language 
growth leads one promptly to the realization that all chil-
dren do not gain in language skill at the same rate. Neither 
are they endowed with like abilities nor similar environmental 
backgrounds. Perhaps in language more than any other subject 
taught in school is the teacher cognizant of individual dif-
ferences among children. That our teaching should take these 
individual differences into consideration is pointed out by 
Durrelll who stresses: 
Effective instruction requires careful analysis 
of individual needs and skilled adjustment of class-
room activities to fit those needs. 
1 Donald Durrell, nearing fer Individual and Group 
Needs ," Teaching Language .!!!. ~ Elementary School, Forty-
Third Yearbook, Part 2. National Society for the Study of 
Education, (Department of Education, The University of Chi-
cago, 19~~) p. 98. 
Durrelll says fUrther that providing for these in-
dividual differences is requisite to good teaching in the 
language arts. He points out: 
The professional ingenuity of the classroom 
teacher in providing for individual differences is 
the only real guarantee of effective instruction in 
the language arts. 
Not only are there individual differenc·es from one 
child to another in a group but children differ in their 
own abilities from time to time. 
Certain reasons for this condition are suggested by 
Sheridan.2 She believes~ 
Students differ from one another and even from 
themselves at different times - in their ability to 
ascend. All kinds of conditions affect the ascent; 
student happiness or unhappiness, qut s i de work, extra 
curricular activities, tensions and the atmosphere of 
the room in which writing is taught. An understand-
ing teacher of writing may be able to turn into ad-
vantages what might seem to be barriers to writing. 
Brown and Butterfield.3 infer that in language as in 
other school subjects the teacher must keep in mind in-
dividual differences. They write: 
1 Durrell, ~· cit., p. 109. 
2 Marion c. Sheridan, "Can We Teach Our Students to 
Write?" ~ English .Journal, 40:321, .June, 1951. 
· 3 Dorothy L. Brown and Marguerite Butte~field, The 
Teaching Q! Language in ~ Primary Grades (New York: The 
Macmillan Company, 19~), p. 16. 
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• • • The duller children must be watched and praised 
'IIThenever they show even a trace of originality; the 
brighter ones must be stimulated so that they will 
not be satisfied with anything but the best they can 
do. 
2 0 
In a recent study of language development the Com-
mission on the English Curriculum1 points out that individual 
differences become more pronounced after the children leave 
the primary grades and therefore instruction directed toward 
meeting individual needs is still necessary in the inter-
mediate grades . They report: 
As the child matures, he speaks and ~~ites at 
greater length and in response to a greater variety 
of situations. He finds expression of his more com-
plex thoughts, particularly in writing, increasingly 
difficult. This fact calls for skill and care on the 
part of the teacher, because children at the inter-
mediate level, although they may express themselves 
in oral form more fluently than they expressed them-
selves in the lower grades, present marked individual 
and group variations in facility of word usage, in 
control of sentence form , in capitalization and punc-
tuation, and in vocabulary when they write . Group work 
for the sake of attention to individual need is there-
for e quite as important in the intermediate grades as 
it is in the primary school. 
Dawson2 includes individual differences as one of the 
important steps of child development . Her thinking regard-
ing this phase of grmrth is as follows: 
1 Commission on the English Curriculum, The English 
Language Arts, National Council of Teachers of English, 
(New York: Appleton-Century- Crofts, Inc., 19;2) p. 98 . 
2 Mildred A. Dawson, "The Language Program Geared to 
Child Development," Language Arts Leaflet No. 8, (New York : 
World Book Co., 1951) p. 2. 
Each child develops in his unique way. Individual 
di~ferences are a major concern of the language teach-
er. • •• There is no such thing as a defensible 
grade expectancy where a teacher can require all her 
pupils to have mastered a specific degree of skill in 
writing sentences, or in using certain items of punc-
tuation or capitalization, or in organizing composi-
tion. While all normal children follow the same road 
and progress through the same stages in their general 
development, and while they travel the same steps in 
almost identical order their rates o~ travel will 
differ and their mental nluggagen will vary in accord-
ance with their native capacity for learning and with 
their opportunities for enriching concepts through ex-
perience. 
Emotional stability and writing. Those who have 
created something of satisfaction to themselves, whether it 
be a painting, a collage or a piece of music have felt the 
release which such e~fort brings. News photographs o~ 
President Eisenhower, Winston Churchill and others show 
the extent to which their artistic abilities developed, 
even while they painted to relieve the tension brought on 
by their tremendous responsibilities. That creative writing 
has such an ef~ect on even young writers is explained by 
Cooper.l She adds:2 
In teaching creative writing, as in teaching cre-
ative painti.ng or drawing we are concerned with guiding 
the child through free and natural expression to the 
achievement of artistic results. Yet even before the 
child achieves artistic results his work has value as 
an emotional outlet. 
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1 Jane w. Cooper, "Creative Writing As An Emotional 
Outlet," Elementary English, Vol. XXVIII, (January, 1951) p. 21. 
2 ~., p. 23. 
... 
The Commission on the English Curricul um1 believes 
that chil dr en should not onl y learn to use language t o 
:racilitate communication but also as an emotional outlet . 
The Commission str esses: 
• • • They shoul d lear n how to use l anguage not 
merely as a medium o:r communication but al so :ror 
the expr ession o:r their own thoughts and :reelings. 
Emotional stability :rr equentl y comes to young peopl e -
as to ol d - through creative sel :r- expr ession . Young 
people need to l earn how to rel ease creativel y their 
pent- up emotions and to express their inner most :reel-
ings and per ceptions. Fr om the make- believe o:r littl e 
children! the dream- lif'e o:r the adol escent, and the 
imaginat ve vision o:r the adult come many of the r eal 
satisfactions of life. 
Stimulation of cr eative writing. The methods :ror 
stimulating creative writing suggested by writer s interested 
in the teaching of language are varied indeed. They r un 
the gamut :rrom the teacher ' s role of creating a :ravor able 
atmosphere in the cl assroom to the use of inter esting teach-
ing devices aimed at whetting the creative urge to ever bet-
ter results in language. 
While there is not much agreement among writer s as 
to how teachers can stimulate cr eative wri~ing , ther e is 
general agr eement among them that stimulation hel ps the 
cr eative effort . Regarding this McKee2 says: 
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1 Commission on the English Curr iculum, op . cit., p . 8. 
2 Paul McKee , Language 1u the Elementary School, 
(Boston:. Houghton Mif'flin Co. , 1939) p . 216 • 
•• • Under carerul stimulation and guidance the 
talented child begins to write and develop. The 
more backward pupils rollow. 
That the teacher should encourage and stimulate the 
individual child to better creative writing is also pointed 
out by the Commissionl on the English Curriculum as rol lows: 
If, then, an individual pupil's development in 
language depends upon his inherent mental abilities, 
the rate and nature of his general gr owth , and the 
richness and stimulation of his social environment , 
it is obvious that teaching and learning at any level 
of instruction become largely a matter or individual 
stimulation and r esponse. 
The implication that the teacher must be ever alert 
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to the slightest indication or the child's interest in writing 
in order to stimulate growth is expounded by Sheridan2 who says: 
Good writing is not likely to spring rrom rear. A 
teacher or writing must not be an inhibitor. He might 
better be an inquisitor, if' "inquisitor•t may be stretched 
to mean one wholesomely inquisitive about students in a 
way that will stimulate their curiosity, increase their 
perceptions and their self-confidence, and stimulate 
growth. He would be constantly aler t for a syllabl e, a 
smile, a tone, a r evelation o:r interest or knowledge that 
might have promise :ror writing. This kind of inquisition 
would hel p to make students articulate, to e:r:rect the mira-
cle of their getting words together to communicate. 
Many writers are in agreement that the teacher can best 
stimulate the chil d to good creative writing by encouraging 
him to talk about his own personal experiences, those which 
are interesting to him and about which he knows most . 
1 Commission on the English Curriculum, 22• £!!., p . 34. 
2 Marion c. Sheridan, "Can We Teach Our Students To 
Write'?" The English Journal 40:.322, June, 1951. 
Dawson and Millerl stress this point in these ,.,ords: 
• • • For understanding and appreciation the child 
must bring to language expression that whi ch is pecu-
liarly his own , his background or experience real or 
vicarious, and the interests developed ther eby, his 
mental and emotional capacity and in ract the sum 
total or his personality • 
• • • In all of these rields or learning , the chil d 
needs freedom ror language use and expression, oppor-
tunity for experiences, and guidance in making the 
best use of his freedom and experiences . 
That children should be encouraged to think and feel 
about things that happen to them is strongly recommended by 
Hatfield2 who says: 
• • • We need to recognize here that both "actual" and 
imaginative exper ience afrord valid material for crea-
tive expression. • • • For reasons that will be made 
increasingly clear , hm.,ever , the emphasis should be 
placed upon actual fir st- hand experience. 
Hatfield3 goes further in these words: 
• • • We may exclude from the field of creative ex-
pression any writing or speaking in which no detail 
of the individual's firs t-hand experience is present. 
Expression becomes increasingly creative as the em-
phasis is placed upon the interpretation of the 
writer's own experience. 
1 Mildred A. Dawson and Jennie M. Miller , Teacher's 
Manual, Lan~uage for Dail:y: ~' Grade VI, (New York:: World 
Book Co. 19 8) p . 7. 
2 W. Wilbur Hatfield, !!!, Exper ience Curriculum l!l 
English, A Report of the Curriculum Commission of the Na-
tional Council of Teachers of English (New York: Appl eton-
Century- Crofts, Inc. 1935) p. 110. 
3 Loc . £11., p. 110. 
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Dawson1 points out specifically how children can be 
helped in creative writing by making better use of their 
experiences and observations. She implies that parents 
and teacher s can make these experiences more meaningful: 
to the children through discussion. 
This point is stressed in the following paragraph: 
A r equisite for encouraging creative expression is 
rich l iving at school and at home. Only as the child 
builds up an abundant store of ideas and vivid im-
pressions can he have materials to express . In the 
first place, he must have wide and varied real experi-
ences in which he observes and par ticipates in many 
activities and which he discusses meaningfully. He 
must be helped to observe and interpret phenomena and 
processes about him so that the obvious becomes mean-
ingful; for instance, noting the formation of bu~s in 
the summer preceding their opening, learning to recog-
nize common trees through the arrangement of buds on 
the twigs, gazing on the rainbm., formed as the sun 
shines on fountain sprays , watching machines chew into 
the earth as excavations are being made, and the like. 
It is important to realize that the seeing, hearing~ 
tasting, feeling may result in only vague impressions 
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if parents and teachers fail to talk over the experi-
ences with the children. That is to say, observation 
and learning activities are not complete until the chil-
dren have been helped to understand and appreciate them 
through thought-provoking discussions and explanations. 
That varied experiences are essential to success in 
language is stressed by McKee2 in these words: 
1 Mildred A. Dawson, Teachin~ Language in the Grades. (New York: Worl d Book Company, 1951 p . 248- 2497 ---
2 Paul McKee, Language in. ~ Element.ar:t School. 
(Boston: Houghton Mifflin Company, 1939) p. 139. 
No language program can be adequate without making 
provision for the accumulation of experiences and for 
the learning of the vocabulary that goes with those 
experiences. 
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Dawsonl expresses the same attitude in this way: 
••• Creativeness has many different avenues, and 
teachers must open the way for each child to express 
himself according to his special aptitudes. • •• All 
children are creative, but .most of them will not create 
adequately unless they receive encouragement and stimu-
lation in the way of enriching, vivid experiences and 
frequent opportunities to take the lid off , to let them-
selves go , in creative expression. 
Specific suggestions as to how the teacher may use 
community experiences to stimulate creative expression are 
outlined by Crosby2 as follows: 
The teacher who would develop insight into the 
pot en tiali ty for stimulating children's language grmvth 
through community experiences must become the poet 
Elizabeth Browning describes when she says: 
' The poet has the child's sight in his breast 
And sees all new. What oftenest he has viewed 
He views with the first glory.' 
Here is the teacher become the poet Mrs. Browning 
describes, when she observes with a three-year-old the 
clouds of smoke pouring from the chimneys of New York 's 
roof-tops and recognizes as language growth the child's 
comment later as she sits alone, 'I'm being quiet as 
smoke, ' and the five-year-old who makes a brilliant 
picture of the freight train he has recently seen and 
describes it with language equally brilliant and color-
ful , 'Here's a big freight train , a clattering, batter-
ing train that bumps along, carrying all the 'tTorld's 
airplanes over these tracks.' This is language gro,vth 
in young children 'tThich could develop only through 
rich and vital experience in community living. 
1 Mildred Dawson, Teaching Language in the Grades. (New York : World Book Company, 1951) p. 247. 
2 Muriel Crosby , "Factors that Influence Language 
Grm.rth ," "Part IV Commun ity Influences on Language Growth, 11 
Elementary English , National Council of Teachers of English, 
January 1953, pp. 35-36. 
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Some ~~iters stress the enrichment of experiences 
geared to develop in the children ideas about which to ~~ite. 
Others hold that the experiences help to enrich the vocabulary . 
That an adequate vocabulary is necessary not only in 
language but in all school subj ects is the contention of 
Brmm and Butterfieldl who "~ite : 
Mor eover, psychol ogists have pointed out that language 
is a tool of thought . Without an adequate suppl y of 
words, thinking in any school subject cannot progress 
satisfactorily. 
These writers2 also explain that training becomes ar-
tificial unless the child has ideas (something interesting to 
say) and a desire to expr ess them. The development of an at-
titude of interest in new words and an adequate vocabulary of 
meaningful words is pr erequisite to progress in language, they 
find . 
On the other hand McKee3 says in part : 
It is not necessary for the teacher to supply con-
tent for pupils to talk or write about ; her task is to 
stimul ate the pupils to ~~nt to talk and write about the 
ideas they have and to teach them how to express those 
ideas well. 
In the opinion of Evarista4 the task of stimulating 
a desire for self- expression is not difficult . 
1 Dorothy L. Brown and Marguerite Butterfield, The 
Teaching Q! Language in the Primary Gr ades. (New York: The 
Macmillan Company , 194!) p . 58. 
2 Ibid. ' p . 72 . 
3 Paul McKee , "An Adequate Progr am in the Language Arts " 
Forty-Third Yearbook, National Society for the Study of Education 
(Chicago , Ill.: Department of Education, Univers~ty of Chicago, 
1944) p . 32. 
4 Sister M. Evarista, c. s • .r., "Nurturing the Creative 
Writing Bug ," Catholic School .Journal 51::243 , September, 1951. 
• • • because such desire is inherent in human nature 
and every subject in the curriculum offers material 
for practice. 
Frequentl y emphasis is placed on the environment of 
the classroom as a stimulus for good writing. Regarding 
this McKeal states : 
28 
• • • Many of the children do not have some of the wor-
thy purposes to which speaking and writing is essential. 
This means that a very important task of the school is 
to create an environment for the pupil which will stimu-
late him to acquire many and varied worthy purposes and 
to under take numerous creditable enterprises, to the 
achievement of which speaking and writing are essential. 
That approval is an impor tant factor in stimulating 
childr en to creative story telling is expressed by Mabie2 in 
these words : 
Poetry and story telling are natural modes of ex-
pression for children. We do not need to and per haps 
cannot teach them to be artists, but we do need to en-
courage them to express their ideas . Discrimi.nating 
approval fir es a desir e to try again. One real achieve-
ment will outweigh in the mi nds of the chil d , and should 
in the minds of the teacher, dozens of worthless attempts . 
In the opinion of Sher idan3 children are aided in 
their creative writing if conversation precedes the actual 
writing. She concludes: 
Through conversation students may be "warmed upn 
for "tVl'iting. Conversation may start from any point :. 
personal experiences , observations, motion pictures , 
radio programs , televis ion. They may also start from 
reading. 
1 Paul McKee , "An Adequate Program in the Language Arts," 
Forty-Third Yearbook, National Society 12£ the· Studl of Education (Chicago, Illinois:: Department of Education, The Un versity of 
Chicago, 1944) p . 27 . 
2 Ethel Mab~e Language Devel opment in Primary Gr ades 
Through School Act~vlties . (Bloomington, Illinois: Public School 
Publishing Company, 1930) p . 65. 
3 Marion c. Sher idan , "Can We Teach Our Students to 
Write?" The English J"ournal, lt0:322, June, 1951. 
In her study Jonesl concludes: 
An objective method £or stimulating the thought 
content in composition will probably produce signi-
ficant gains in many areas of composition. 
The above review of current literature regarding how 
teachers can stimulate creative expression is almost identi-
cal to a compilation made earlier by Hatfield2 in the £ol-
l owing outline : 
Specific Objectives in Stimulating 
Creative Expression 
1. To help pupils recognize the value of their own 
experience. 
2. To amplify the range o£ pupils' experience. 
3. To improve the quality of pupils' experience by 
encouraging more discriminating observation. 
4. To aid pupils to fit words to the details of 
experience. 
5. To help pupils discover suitable forms for the 
transfer of experience to others. 
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1 M. M. Jones, "Evaluation of a Method for Improving 
Personal Description and Characterization in Written Composi-
tion," Unpublished Doctor's dissertation, Boston University 
.School of Education, 1947, p . 151+. 
2 w. Wilbur Hatfield, Chairman, An Experience. Curri-
culum in English, English Monograph No.~, National Council 
of Teacners of English (New York: Appleton- Century- Crofts 
Inc . , 1935) pp. 112-113. 
Climate f2r creative writing. One of the most im-
portant factors necessary for the development of a creative 
atmosphere, is that of an understanding teacher . Her quali -
fications are many if she is to establish an environment 
that will be conducive to creative writing. 
A picture of a good creative writing teacher is given 
by Guild. l 
She should be f r iendly, natural , and human . She 
should not talk down but be " one of the group." She 
should have a sense of humor and a genuine inter est 
in the pupil . She should be encouraging and sympa-
thetic . She must be a good listener, wil ling to talk 
more with her ears, her eyes, her facial expressions 
than with her tongue . She must develop the ability 
to guide unobtrusively. She should let the pupils 
follow their ovm ideas and find out their own errors -
if not too costly. She needs to develop tact, the 
ability to criticize honestly without hurting feelings . 
She should encourage the pupil s to shovr genuine appr e-
ciation for the ~iting of another. 
Lee and Lee2 believe that children, to really expr ess 
themselves creativel y must feel their teacher understands 
them and their problems . Thus the teacher musttruly have 
the confidence of her pupils . "She must give evidence of 
appreciation of t r ue expression and a h~tly expressed 
thought . " She must be their guide as well as a friend. 
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1 Florence Guild1 "Maintaining a Creative Atmosphere , " English Journal, Vol. 3~, (March, 1950) p . 155. 
2 J . Murray Lee and Doris May Lee , The Child and His 
Curriculum. (NevT York : Appleton-Century- crofts, 19~p:-b27 . 
In stressing the importance of environment created 
by the teacher, Mearnsl writes: 
One sees, therefore, why the creativist , when he 
would explain his unique effects upon the personalities 
before him, insists so much upon "Envi ronment" r ather 
than upon courses-of-study- the- same- for-all . He means 
all those influences - art product, child perfor mance 
and group per for mance, constructive materials, physi-
cal organization that permits freedom , administrative 
attitude toward control, teacher attitude towar d the 
creative life, teacher suggestion that provokes crea-
tive activity, and information from every avai lable 
source which , acting directly upon individual desire 
and individual appreciation, stimulate the forces of 
the creative life and stir them to continuously superi-
or activities. 
The understanding teacher brings forth a free atmos -
phere, thus overcoming shyness, a quality often found when 
chil dren write creatively. 
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In a discussion of rapport Guilfoile2 states a teach-
er should be a confidant as well as an audience . She must 
be skillful in leading her pupils to play and work together 
in order to produce a social group. In that way the pupils 
are freed from their self consciousness and shyness is over-
come. "She provides them with stimulus to express them-
selves, and security in knowing that their expressions are 
respected. " 
1 Hughes Mearns , Creative Power . (Garden City New 
York:· Doubleday , Doran and Company, Inc ., 1929) p . ~? . 
2 Elizabeth Guilfoile, "Writing an Inseparable Part 
of Interesting and Worthwhile Experience in the Elementary 
School , tt· Pamphlet Publication No . 7 .Q.t the National Council 
of Teachers of En~lish (Ann Arbor, Michigan : Edwards · 
Brothers Inc:-194 ) p . 45. 
McKee1 also feels shyness exists among children in 
creative writing . His r eason is: ttusually children have 
not been led to express their personal reactions in this 
frank way," and thus shyness resul ts . This necessitates 
a very patient teacher. 
Reticence, common in creative writing is also re-
alized by Tidyman and Butterfield. 2 They feel that "The 
greatest difficulty in beginning creative work is to over-
come natural reticence in giving expression to intimate 
thoughts and feelings and hesitancy about exper imenting 
with new forms of expression." Schools and homes may not 
have encouraged children to express their thoughts in a 
free and original manner . One wayto overcome shyness is 
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to provide an audience that is sympathetic and appreciative. 
Appl egate3 stresses another important aspect of the 
creative writing teacher . She thinks that most children are 
not r eally interested in writing at al l unless the teacher 
herself is interested. She also feels that children cannot 
be taught to write creatively but that teachers n ••• can 
help children to r elease the creativity within them that 
1 Paul McKee , Language![ ~Elementary School~ 
Boston : Houghton Mifflin , Company, 1939), p . 214 . 
2 Willard F. Tidyman and Marguerite Butterfiel d 
Teaching ~ Langua~e ~· (New York : McGraw Hill Book 
Company, Inc ., 1951 p . 198. 
3 Mauree Applegate , Helping Children Write. (Scranton, 
Pennsylvania, International Textbook Company , 1949) , p . 6. 
seeks expression. 1' If teachers prove themselves worthy 
friends to their pupils, the latter will share their most 
intimate thoughts . 
The tone of the creative group, according to Kunitzl 
is entirely up to the teacher . The instructor's aim "is 
not to train specialized artists but to help awaken and re-
l ease the creative potentiability that sleeps within every-
body ' s nerve- cells." The teacher must have a sympathetic 
understanding if the students are to do their best work. 
The climate of the classroom is continued further 
when Kunitz2 says, "If advantage is to be taken of the 
l ucky opportunities that present themselves for stimula-
ing experimentation, the concept of the creative writing 
workshop must remain flexible and its spirit adventurous . " 
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According to Zimmer3 the teacher is responsible for 
cultivating creative work. Creative writing comes natur-
ally to all normal children , but the power to express such 
ideas grows according to the stimulation and training given 
by the teacher . It is the teacher's job to "seek out and 
cultivate the creative impulse of all children, to encourage 
1 Stanley Kunitz, "The Creative Writing Workshop," 
Education, Vol . 73 (November, 1952) p. 153 . 
2 Ibid.' p . 154. 
3 Louise Zimmer, "story Writing by Young Children , " 
Twenty-Third Yearbook, Bulletin of the Department of Ele-
mentar Principals, National Education Association XXIII , 
Washington, D. C. National Education Association, July , l944) 
p . 222. 
their active imaginations , to help them ~ind the joy o~ 
putting their ideas into words ." 
Another phase of the creative writing teacher is 
realized by Tidyman and Butter~ield. 1 They know that chil-
dren are unable to create something from nothing. It is 
the teacher's responsibility to provide a background o~ 
feelings, thoughts, and ideas if the children are not so 
equipped. The teacher does not tell the children to think 
as they shut their eyes but "Open your eyes and see. tt 
Several writers understand the importance of an at-
mosphere which will be conducive to creative writing. An 
essential in stimulating creative expression says Dawson :2 
••• Is a ~iendly, nurturing classroom atmosphere . 
The child must ~eel that the teacher likes him, that 
she is interested in what he has to say, that he can 
trust her to understand and appreciate whatever he 
has to o~~er. 
Witty3 ~eels that it is absolutely necessary not only 
to provide but also to maintain an atmosphere "~or learning 
which ~oster spontaneity and creativity, and to of~er chil-
dren recognition, security, and happines$ . 11 If expression 
is allowed to be released a continuous grov~h will ~ollow 
naturally. 
1 Willard F. Tidyman and Marguerite Butter~ield, 
££• cit., p. 206. 
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2 Mildred A. Dawson, Teaching Language in ~Grades. 
(Yonkers- on- the- Hudson, New York : World Book Company,l951) p.249. 
3 Paul Witty, "Creative vlriting," Childhood Education, 
Vol . 17, (February, 1941), p . 255~ 
I 
Agreement with the former writers is found in McKeel 
when he declares the heart of the procedure in creative 
'\VTiting generally is found by establishing an environment 
in the classroom "which encourages the development of ori-
ginal writing by the child." 
Our classroom atmospheres according to LaBrant, 2 
have been so rigid that students had difficulty expressing 
themselves freely. 
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A well organized creative writing classroom and a 
helpful teacher are described by Guilfoile3 when she writes, 
The good elementary classroom, one in which the 
day ' s work is an outgrmvth of real life experiences, 
offers unlimited opportunities for writing. Children 
who are helped to acquire their skills, step by step, 
in the light of their maturity and their present needs 
tend to write easily and without constraint . True 
socialization of the classroom group and a sympathetic 
and understanding teacher promote freedom of expression . 
Mirrieless4 throws out a challenge to teachers of 
creative writing. He says the ideas and vocabulary of the 
children become involved with the writing process . "Your 
1 Pau.l McKee , 2£· £11., p . 212. 
2 Lou LaBrant , We Teach English, (New York : Har court , 
Brace & Co . ) p . 59. 
3 Elizabeth Guilfoile, 2£• £11., p . 46. 
4 Lucia B. Mirrieless , Teaching Composition and 
Literature in Junior and Senior Hig~ School , Revised. 
(New York: Harcourt, Brace & Co. 19 0) p. 59. 
business is to nourish, fertilize , water , transplant , these 
immature ideas while at the same time you pull out, one by 
one , the entangling weeds ." All errors cannot be corrected 
at once or in haphazard order . Ther efore it is necessary 
3 6 
to start with a definite attack "upon certain definite errors." 
Some authorities give caution to the teachers of cre-
ative writing. Reiterating this idea about cautions , Spriggsl 
states teachers shoul d take care not to give their own ideas, 
thoughts , and phrases to the pupils , but teachers "should 
never be squeamish about teaching him to express his own 
meaning in as exact language as is possible for him. n 
Continuing this thought of caut ion Van Allen2 reminds 
teachers to remember that uin its early stages creative writ-
ing shoul d be 'creative ' first and 'writing' second." He 
reminds teachers that commas and punctuations have never 
made a masterpiece. "Good writing is beautiful because it 
is the individual' s thoughts and fancies shared with others 
in sincerity and truth." 
Hitchcoek3 cautions t eachers to supervise creative 
writing. He claims that unsupervised worlc is of very little 
value. 
1 Virginia Pauline Spriggs , "Creative Writing May Be 
Taught ," English Journal . Vol . 37 , (April , 194-8), p . 199 . 
2 R. Van Allen , "What is Creative Writing?" Elementa-
~ English , Vol . 25, (March , 194-8) , p . 176. 
3 Alfred M. Hitchcock, Br eadloaf Talks on Teaching 
Composition . (New Yor k : Henry Holt & Co., 1927;-p. 6. 
Advice to teachers concer ning the finished creative 
work is given by Humphreys . l He feels that teachers should 
not be satisfied with pupils ' stories just because they are 
correct in form. They must be taught to make use of inter-
esting detail. In other words a good sense of mechanics 
means the chil d should be helped to enrich the wr itten ex-
pression. 
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"The teacher of little children accepts every attempt 
at '~itten expression at the child ' s valuation ," believes 
Guilfoile. 2 She also feels some of the older children need 
t4e same type of encouragement . The older chil dren ' s nega-
tive attitude usually is due to frustration and discourage-
ment . In spite of this the teacher should not praise in-
discriminately because she may set false values . 
In summarizing the ideal creative environment Van 
Al len3 feels there mus t be absolute freedom to experiment 
in creative expression, f or this is ' an artistic type of writ -
ing which is personal and highly perishable. In order t o 
keep it alive there must be "complete assurance of an under -
standing and respectful reception of the product , regardless 
of its nature." 
1 Phila Humphreys, "A Greater Independence in Written 
Expression , " Elementary English Review, Vol. 19, (March , 1942) 
p . 96. 
2 El izabeth Guilfoile , £2• £!!. , p . 41. 
3 R. Van Allen , ££• £11., p . 174. 
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Methods !£! creative writing. Authorities agree 
that creative writi.ng is an important subject in the curri-
culum, and they suggest methods to be employed in its teach-
in g. 
Ideas and experiences are vital necessities in crea-
tive writing methods and many wri ters stress these quali-
ties . McKeel ~eels the ~irst r equisite is ideas and not 
the mechanics that are involved. Children must be taught 
that the first test in writing i s to have something to 
write about. 
Appl egate2 says the teacher should discuss the subject 
with her s tudents when preparing a class ~or writing. That 
thought- sharing time will br ing forth many ideas and will 
open ne'v thought channels . 
Good form and corr ect language are desir able , says 
Dawson,3 but during creative writing, those are not the ~irst 
requisites . She believes the child ' s complete attention 
should be centered on the ideas and feel ings within him 
that ar e waiting to be written as stories or poems. 
1 Paul Gor don HcKee , Language .!.!:!. the Elementary School . 
(Boston : Houghton Mif~lin Company, 1939 , Revised Edition) p . 85. 
2 Mauree Appl egate , Helping Childr en Writ e . (Scranton , 
Pennsyl vania , International Textbook Company , 1949 ) p . 31. 
3 Mildred A. Dawson , Teaching Language in the Grades . 
(Yonkers- on- the- Hudson , New Yor k : Worl d Book Co. , 1951 ) p . 252. 
The system and order of composition are explained by 
Treanorl when he writes, 
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It is simply a r eduction of the art of expression 
into its components : the various mental abstractions 
summed up in the word ' idea ' and the expression of ideas 
by means of words, phrases , sentences , paragraphs , and 
whole compositions . • •• 
In any study of composition the ideas must come first . 
Pupils must have ideas before they can express them. 
Hence, the first step, since they characteristically 
seem to lack ideas, is to engage them in exercises , not 
in expressing ideas , but in acquiring them. 
According to Ferebee2 most children's ideas start 
working as soon as a relaxed atmosphere and a friendly 
a udience are provided. However , for the fe'\v less secure 
students , she offers a practical method . Teachers might 
have a lively period, thinking up mischief for someone's 
pet character . As a second step have each child write a 
story very quickly . Allm'i them to retell a story previous-
ly told if they are unable to compose a ne'\-r one . Allovr 
about fifteen minutes . "The r esults of such pressure tac -
tics are usually poor, but almost always a few of the lag-
gards get caught up in the excitement and find to their O'\V.O 
surprise that they too can make up stories ." 
1 .John H. Treanor, "English Composition in the Ele-
mentary School," Educat ion, Vol . 67 , (.January , 1947) p . 299. 
2 .June Ferebee, "Story Writing with a Fifth Grade, 1t 
Pamphlet Publication No . 2 2f the National Council of Teach-
ers of English, (Ann Arbor, Michigan : Edwards Brothers, Inc . 
I9l+4) p . 21. 
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Because experiences are so important , Dawsonl states 
that the child must have many real experiences . Such ac -
tivities should be :follmted by discussions. Teachers must 
help pupils to under stand and interpret "phenomena and 
processes about him so that the obvious becomes meaning:ful." 
Parents and teachers should understand that many experiences 
encountered by the child , especially those o:r the senses, 
result in just vague impressions if' discussions are not 
conducted. II • • • Observation and learning activities are 
not complete until the children have been helped to under-
stand and appreciate them through thought- provoking discus-
sions and explanations. " It is a necessity in creative ex-
pression to have real and vicarious experiences. 
McKee2 emphasized the necessity o:r schools paying 
more attention to children ' s experiences. Teachers should 
have their students write about everyday experiences , :for 
by this process o:r '~iting about :familiar experiences , pu-
pils will learn how to write clearly and wel l . 
An adequate language program must make provision :ror 
the accumulation o:r experiences , continues McKee,, 3 for he 
writes: 
1 Mildred A. Da,-rs on , .QJ2.. ill· , p . 248- 249. 
2 Paul Gordon McKee , 2£• £11., p . 43 . 
3 Ibid.' p . 48 . 
Furthermore it should never be forgotten that the 
pupil ' s best chance of learning the importance of 
clear speech and writing , and his best chance of 
learning to speak and write clearl y lies in oppor-
tunities for him to speak and "YII'ite about his own 
concrete experiences, rather than about those rela-
tively remote and at times obsolete matters that 
arise in the teaching of the content fields . 
In the same vein Lee and Leel feel exper iences are 
the basis for children ' s thoughts . The wider and more di-
versified the exper iences the greater \vil l be the possibili-
ties of expr ession . Hearing good poems and s tor ies can be 
included in this quest for experience. 
Anderson2 believes the best creative writing comes 
f rom the individual ' s most significant exper iences . Be -
cause each person has exper iences unlike those of anybody 
else , he natural ly is original. This originality comes f r om 
his own experiences . Thus teacher s must hel p childr en to 
acquire experiences . "Experiences whi ch are rich, varied, 
and provocative are the basis of expr ession and creation.u 
Suggestions for three procedures open to creative writing 
teachers are, 
In the first place , he should endeavor to awaken 
the s tudents to an awareness of the fund of experiences 
each of them has already present and lying \vi thin him-
sel f ready t o be used for aesthetic enjoyment . Second-
ly, the teacher should convince those pupils who are 
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1 J . Murray Lee and Doris May Lee , The Child and His 
Curr iculum. (New York: Appl eton- Century- Crofts , 1950) , p:-b27. 
2 Donald G. Ander son , "Writer s Ar e Made, n El ementary 
English , Vol . 28 , (January , 1951 ) p . 26- 27 . 
already avrare o:f their experiences that those experi 
ences are in themselves valuable and worthwhile • 
• • • Finally, he may provide experiences, which 
may be activities both vicarious and :first- hand, :for 
the children to savor . SUch activities as r eading 
literary examples 2 gr oup creation o:f poems and stories, using pa1ntings and music as sources o:f ex-
periences are all specific methods falling within these 
three general patterns. 
According to Hildreth,l every good school today is 
providing live activities wl1ich are conducive to countl ess 
writing opportunities . 
Children should see the world in ac tion by going 
places and doing things, is Dawson ' s2 belief. It is wise 
to read stories and poetry to children also . This type o:f 
experience will result in the story :form of creative writ-
in g. 
Among Dawson ' s3 suggestions :for experiences that 
might prove help:ful in creative writing , are the results 
of pleasant sights and pleasing smell s . 
Seeling4 believes the encouragement o:f wide reading 
is important and should be encouraged to go along with cre-
ative writing. In this way, form and vocabulary are aided 
by wide reading. She continues, 
1 Gertrude Hildreth, Learning the Three R's. (Phila-
delphia: Educational Publishers , Inc., 1947) p.-;Q. 
2 Mildred A. Davrson, Q]. . ill•, p . 261. 
3 Ibid . ' p . 269. 
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4 Martha Seeling, "Child Growth in Organizing and Ex-
pressing Ideas, 11 Pamphlet Publication No . 2 .Q!. 1£&. National 
Council o:f Teachers £f. En~lishi (Ann Arbor, Michigan : Ed-
wards Brothers Inc. , 1944 p. 5. 
In other words, correct English depends upon usage, 
and some of the best vrays of getting correct English are 
through hearing good English spoken, through many ex-
periences in purposefUl speaking and writing, through 
reading good literature, and through hearing the results 
of their peers' and other writers' efforts. 
A wide list of mater ials which is possible and prac-
tical for all teachers , is given in a very specific manner 
by Hatfield.l 
Objects of sensuous interest brought to class: a 
piece of cloth, pottery, etc . of rich color and dis-
tinctive texture 
'Field trips' to the school greenhouse , to the 
creek, museum, etc .; actual observations out the 
window, at school , at home, etc .; prearranged vievrs 
of industrial life 
Pictures emphasizing color, action, e.tc . ; photo-
graphs, rotogravure section of newspaper; photographs 
from family album, statuary 
Victrola records; voices over the radio 
Artistic reproductions which interpret our ma-
chine age 
Ne'\vspaper clippings recording dramatic incidents 
Volumes of sensuous verse and prose 
Collections and examples o:f student '\·rriting o:f 
sensuous verse and prose 
Anthologies in which such classification as 
'people,' ' city, 1 etc ., are designated . 
1 w. Wilbur Hat:field, Chairman, An Exferience Curri-
culum in English. English Monograph No:-4, National Council 
o:f Teachers of English (New York : Appleton-Century-Cro:fts, 
1936) pp. 117-118. 
In her service paper exercises, dealing with composi-
tion planning, Delaneyl used ":films, radio, recordings, 
television , magazine articles, and pictures , general read-
ings and discussion ." 
Delaney2 also gave specific methods used in her work. 
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Children created diff'erent endings :for stories in their 
reading books, heard other endings composed by classmates, 
told chain stories , and l istened to stories read by teachers . 
As a general aid to teachers, Higbee and Shearer3 sug-
gest helping children to find the necessity for creative ex-
pression . Al~mys allow a wide choice of' subject matter :for 
creative work. 
Because creative writing is a joyous occasion atten-
tion should be focused on the joy and process, according 
4 to Ferebee. Inhibiting :factors should be deleted and 
"only the outpouring of ideas if' :fostered." 
1 Mar garet D. Delaney . A Series of Exercises in 
Elaborative Thinking in Composition Planning, UnpubliShed 
Masters Thesis , School of' Education , Boston University, 
1950, p . 17. 
2 Ibid.' p. 261 
3 Gladys Higbee and Olga M. Shearer Guide to the 
Teaching of Oral and Writt en Language in the Intermediate 
Grades. (Long Beach City Schools, California , 1940), p. 3. 
4 June Ferebee, "Gaining Power Through writing," 
Elementary English Review, Vol . 19 , (December, 1942) , p. 282. 
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Humorous situations were found to be the most popular 
type of story for fifth and sixth grades in a study made by 
Viglione. l She advises teachers to pr esent a greater variety 
of humorous situations in teaching composition work. 
Creative writing has many pitfalls , and cautions are 
suggested by several writers. Most of the difficulties 
deal with the mechanics of writing as too many teachers 
often consider the elimination of errors an end in itself. 
Tidyman and Butterfield2 believe written work should 
be limited to the child ' s ran ge of mechanical ability. 
Otherwise "· •• Allow the child freedom of expression with 
the consequence of having to deal tolerantly with a number 
of mechanical imper.fections." 
If the teacher , states Cole,3 emphasizes punctuation 
inst ead of creative work, the r esults will not be good live 
creative products. She adds, 
Just as children ' s painting cannot be judged by 
adul t standards, so children's creative writing can-
not be judged by such things as punctuation and sen-
tence structure. These must be buil t up gradual ly 
over a l ong period of time. 
1 Julie c. Viglione, ~ Evaluation of Written Composi-
tion Inter ests £I Five Language Series in Grades Five ~ 
Six, Unpublished Master's Thesis , School of Education , Boston 
University, 1948, p . 50. 
2 Willard F. Tidyman , and Marguerite Butterfield, 
Teaching the Language Art s . (New York : McGraw Hill Book Com-
pany Incorporated , 1951) p . 208. 
3 Natalie Cole, The Arts in the Classroom. (New Yor k : 
The John Day Company, 1~), pp.-r07- 108. 
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Teachers at the beginning of creative writing work 
must not be too much concerned vrith spelling, vrriting, and 
punctuation , says Van Allen . l It is well to r ecollect that 
a good many of the world ' s best stories were handed dovm 
by word of mouth for many years before copies were printed. 
At that time punctuation and correct spelling were not even 
considered. 
The advice on creative \ITiting given by Seeling2 is 
to place more thought on worth-while activities and less 
emphasis on errors. "From the very beginning the emphasis 
should be on hm., to help children think clearly, t o express 
themselves effectively, to listen for ideas rather than to 
listen for mis takes and criticism." 
In giving definite aids to satisfactory work, Tidy-
man and Butterfield3 believe the first requirement is hav-
ing an idea , or feeling , or a thought worth expressing. 
The f orm of expression is the second requirement with em-
phasis on figures of speech, colorful words, interesting 
details , and balanced sentences. 
1 R. Van _Allen, "What is Cr eative Writing?" Elemen-
tary English, Vol . 25, (March, 1948), p . 176. 
2 Martha Seeling, ££• £!1. , p. 13 . 
3 Willard F. Tidyman , and Marguerite Butter field, 
~. cit., p. 202. 
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Because writing in itself involves many facets , Raglandl 
gives some good practical thoughts to teachers when he says , 
The teacher who would help children experience suc-
cess must accept the fact that l ear ning to write is a 
complex task. Fe\v children can compose with the reader 
in mind , and at the same time , spell, punctuate , capi-
talize, write l egibly , remember written forms , and use 
the correct forms of t r oublesome verbs and pronounce. 
But if they know what they want to say, will try to get 
their ideas on paper , and then revise after the ~irst 
draft ' cools', they can grow in power to write. The 
child who reads what he wrote a day or two earlier may 
find that he has not made his meaning clear to those 
who are to read it . 
Pictures are often used to stimulate creative work. 
They should be chosen with thought and good planning. Chil-
dren are interested in pictures, and enjoy writing creative 
stories about them when presented and studied in the class-
room. Children like pictures which r emind them of their 
own personal experiences. A great variety of pictures should 
be used so that each child can be reached. 
~pplegate2 suggests the study of pictured faces fol -
lowing which the children try to judge the pictured situa-
tions. Hoffman 's picture of "Christ Among the Doctors" is 
a good example of the study of facial expressions. Fifth 
1 Fannie J . Ragland, ttChildren Learn to Write," Pam:-
phlet Publication No . z of the National Council of Teachers 
of English , (Ann Arbor, Michigan : Edwards Brothers, Inc ., 
1944) p. 74. 
2 Mauree Applegate, Helping Children Write~ (Scranton , 
Pennsylvania, International Textbook Company, 1949) p . 58. 
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and sixth grade pupils could do this type of study vrell . 
They should try to imagine what each character is saying and 
how Jesus is replying. Every written lesson should be pre-
ceded by a discussion of the characteristics of each person . 
Allm-r the pupils to guess what has happened before and what 
is going to happen later but never come to any definite con-
elusions. 
To develop a story from a picture, Applegatel gives 
the following steps: 
a . Guessing -what is happening in the picture 
b. Characterizing the peopl e and suggesting possible 
names for them 
c. Deciding '\'lhat events might have led up to the 
present action 
d . Guessing at the various ways the story might turn 
out. 
e. Finding words to express the feelings ·and actions 
at which the picture hints 
f. Finding words to describe the scenery or to ex-
press the background of the picture 
g. Suggesting a few appropriate titles 
The teacher and the children either write their own 
versions of the story or write on one of the titles suggested 
by the class. 
1 Mauree Applegate, 2J2.• ill·, p. 60 . 
After the children have had t raining in studying 
pictures together, it is better to have the stories written 
without discussion . If the child sees in the picture an 
experience similar to one he has had, the story will usual-
ly be a better one. 
Pictures, sculptures, or music Conradi feels, can 
be used nto provide the initial impulse to write." How-
ever, an exposition of this experience is not the desired 
outcome. 
The follmoring methed described by Conrad2 is more 
applicable to high school than elementary school. This is 
the silent method of studying and observing with an occa-
sional r emark by the teacher. The pupils who wish to write 
about the picture speak individually to the instructor. 
After studying single pictures a field t rip to a gallery 
in a museum is suggested. The finished product must not 
be descriptions of the pictures, as this is not creative. 
Outcomes of creative writing. Are teachers justi-
fied in expecting unique outcomes from creative writing 
activities, or can the outcomes of creative writing be 
1 Lawrence H. Conrad, Teaching Creative Writing, 
(New York : D. Appleton Century Company, Inc ., 1937) p . 32. 
2 Ibid ., p . 32- 37. 
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duplicated by other phases of the written composition area 
of the language Arts Program? The answer depends to a 
large extent upon the types of ouFcomes being considered. 
There appears to be certain positive outcomes of creative 
writing related to the individual child's gro,rth and de-
velopment that would justify the belief that creative 
writing merits a position in the Language Arts Program. 
As Cooperl in discussing the benefits of creative writing 
points out:: 
The child who freely expresses his feeling and 
thoughts in words gains the same kind of benefit 
as does the child who expresses his personality 
in painting and drawing. 
Martin's2 comment is similar to Cooper ' s concerning 
the outcomes of creative writing. She points out that any 
type of creative '~iting activity tends to release the 
innermost feeling and in doing does not always reflect 
happiness exclusively, but whatever the emotion reflected 
creative writing can increase the teacher's understanding 
of his children. 
There is perhaps a tendency to accept as the out-
comes of creative writing only that which is clearly 
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1 Jane Cooper, "Creative Writing as an .Emotional 
Outlet," Elementary English , Vol. XXVIII (January, 1951) p . 21. 
2 Mary R. Martin , "Children Learn to Write ," Elemen-
tary English, Vol . XXVI (March, 1949) p . 126. 
original and unique . SUch should not be the case. Lee and 
Leel place the outcomes of creative writing in their proper 
perspective when they explain that: 
The type of reaction we want is not something that 
happens once in a month, once in a year, or once in a 
lifetime of an individual. It is something that we 
hope happens in a small way at least some time every 
day. Therefore we should not l ook for some marvelous-
ly different idea expressed in a radically different 
way. Rather if the child goes a little farther in his 
feelings or interpretation along some line than the 
group has gone, and especially, if he can express his 
personal idea and feelings in ~is own words or paint 
something which reflects an essentially different in-
sight or understanding than he has had before, that 
is what 1ve are looking for . We 1vant him to take "the 
stuff of living'' and by absorbing it and putting 
a little of himself into it , arrive a little farther 
along the way of personal development . 
In achieving the outcomes described by Lee and Lee 
the problem of faulty mechanics might often arise. Apple-
gate2 shows that the mechanics of written composition are 
not the primary concern when she asks: 
Which do you think is more important , well written 
small stuff, or large ideas spelled like something out 
of this '\vorld? There is hope of improving the second, 
but of what use are dead sentences beautifully con-
structed and spelled? 
1 Doris Lee and J~ Murray Lee, "Creative School Ex-
periences," Cr eative Schools , Twenty-third Yearbook Bulletin 
of the Department of Elementary School Principals of the 
National Educational Association XXIII (Washington, D. C. : 
National Educational Association, July, 1944) p. 3. 
2 Mauree Applegate, Helping Children Write, (Scran-
ton, Pennsylvania : International Textbook Company , 1949) 
p . 102. 
.Bost.on un;yers1ty 
ScnooJ ot Eu~ca~~ 
'·· L~ -...., •. ,.. ..,. , 
5~ 
,· 
"Large ideas spelled like something out of this 
world"l may be an acceptable outcome of creative writing, 
but is not usually regarded as one of the Language Arts 
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Program. To reconcile these two outcomes, large ideas, 
which may for an individual child when viewed against the 
group ' s achievement be rather commonplace, and the mastery 
of the mechanics of written composition is not an impossible 
task for, as Cole2 points out: 
When creative writing becomes a live joyous ex-
perience for children as well as teachers, the chil-
dren see the need for handwriting , spelling and 
punctuation . 
Upon a foundation of live joyous experience a teacher 
can build increased ability in the mechanics of written 
language. 
Coupled with an increased skill in the mechanics of 
written composition there are certain other outcomes direct-
ly related to the goals of the written composition area of 
the Language Arts Program that can be, perhaps, more ef-
fectively reached through creative writing activities . The 
list submitted by Hendrickson3 can, perhaps , be taken as 
typical of such outcomes : 
1 Mauree Applegate, ££• £!!., p . 102. 
2 Natalie Cole , "The Arts in the Classroom, " (Ne\v 
York : The John Day Company, 1940) p . 105. 
3 Margaret Hendrickson , "Commonplaces Make Exception-
al Compositions,''The Instruc tor , LXI (September, 1951) p . 37. 
1. To describe in detail one incident rather than 
a chain of l oosely connected incidents . 
2. To describe or analyze their inner reactions 
to situations, colors, sights, sounds, and so on . 
3. To avoid monotonous and repetitious words or 
phrases . 
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4. To express thoughts with continuity and in order, 
omitting irrelevant facts . 
5. To plan interesting beginnings and titles , and 
to work out endings that malce a composition sound 
finished. 
Those then are some typical specific outcomes that re-
late directly to the overall language arts program that can 
be met thorough creative writing . Yet the teacher should 
not be too rigid in his insistence upon such outcomes of 
creative writing for each child. At least not until the 
practice of creative writing is well established. Creative 
writing is a very personal thing . Such outcomes as those 
listed by Hendrickson, desirable as they are, cannot be 
made the sine quo non of creative writing for each chil d 
for each composition . Not if the creative writing ability 
contained within each child is to blossom. Each child to 
start to write creatively must as Lee and Lee1 emphasize 
feel that : 
1 Doris Lee and J . Murray Lee, The Child and His 
Curriculum, (New York: Appleton-Century- Crofts , 1950T:P. 625. 
In creative writing he isn't required to meet 
someone else's standards and requirements . Even 
if the results would be judged as "very bad" by 
the technicians, if it is the result of the child ' s 
ovm sincere efforts and expression it is good. 
After this much is thorough.ly established it is a 
relatively simple matter for the child to raise his 
ovm technical standards. 
The principal outcomes of creative writing would 
appear to be the development of each child's ability to 
express himself in '~iting. Once this is achieved out-
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comes of a more mechanical nature can be achieved to vary-
ing degrees of success. Creative writing can facilitate 
the child ' s grovrth in ability to master the mechanics o:f 
written expression . It can also lead to the achievement of 
certain outcomes common to many areas of written language • 
.. 
Evaluation of creative viTiting . One of the common 
threads pr esent in most of the published and unpublished 
studies and reports dealing with creative writing in the 
elementary schools is the need for evaluation of the writ-
ing . Most vrriters stress that subjective evaluation of the 
writings of children does not adequately evaluate the composi-
tions . Diederichl in discussing some of the more commonly 
utilized mechanical methods of evaluating compositions 
writes : 
1 Paul B. Diederich, "The Measurement of Skill in 
Writing," The School Revie1.v, LIV (December, 1946) p. 588. 
Papers should be judged in accordance with criteria 
which are ~ormulated and vrritten down a~ter prelimina-
ry reading of at least ten papers. These papers should 
correspond to the objectives o~ the course in composi-
tion . In the elementary school criteria may be spell-
ing , grammar , punctuation , and penmanship, with some 
indication o~ what is expected after each of these 
headings . 
Such criteria deals with the more mechanical aspects 
of written composition and provides no readily apparent 
basis for the evaluation of the imaginative and creative 
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qualities of chi ldren's compositions . Tp evaluate the in-
dividual child ' s growth in imaginative writing ability the 
National Council o~ Teachers of English in their publication, 
The English Lan guage Artsl suggests that : 
In determining growth of a student in imaginative 
writing, a teacher may use any or all of the ~allow­
ing procedures : individual conferences in which the 
teacher and pupils evaluate progress together , com-
parison by the student o~ his own 1~iting at di~~erent 
times with regard to how well he has achieved his pur-
pose , with standards of e~fectiv~ness and correctness 
appropriate to the intellectual and emotional maturity 
of the pupils . 
The attention o~ investigators in the field of 1Yrit-
ten composition has been directed to the construction o~ 
scales to objectify the evaluation o~ children ' s composi-
tions. Many di~ferent types o~ scales were developed, but 
most still appeared inadequate in that the subjective 
1 Commissio~ on the English Curriculum, The English 
Language Arts, Nat1onal Council of Teachers o~ English 
(New York: Appleton-Century-Crofts Inc . ) p. ~8. 
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factor was still too important an aspect of the scales de-
veloped. Smithl in describing some or the earlier attempts 
to objectify the evaluation of written composition discusses 
essentiallY. the same methods of evaluating compositions as 
discussed by Diederich. That is to say, measurement of the 
mechanical aspects of each composition. 
Scales, unsuitable as some might have proved to have 
been, were developed as McKee2 points out because teacher's 
judgment of the compositions of children was too subjective 
to be of a high degree of validity and further teachers! 
judgment provided no established standards for groupin g and 
for promotional purposes. Gilbride3 in discussing two of 
the earliest scales that were developed points out that while 
those two scales made important contributions they too were 
round inadequate because of an excess of subjectivity i.n- · 
herent in each. 
1 Dora v. Smith, Evaluatin~ Instruction in English in 
the Elementary Schools of New Yor , (New York: SCott Fores=-
man Company, 1941) p. 237 ---
2 Paul McKee, Language in ~ Elementa~ School, 
(Boston: Houghton Mifflin Company, 1939) p. 2 • 
3 Dorothy Gilbride: Construction and Evaluation of a 
Test to Measure Ability of 7th Grade Pupils to Organize · 
Paragraphs . (unpublished Master's thesis, School of Educa-
tion, Boston University, 1950) p. 14. 
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The need for objectivit y in scoring compositions is 
clearly illustrated by Diederichl when he reports: 
The first attribute is more properly called 
"objectivity" and may be exemplified by the fact 
t hat any papers of average quality if marked indepen -
dently by 10 or more teachers who are teaching the 
same course, will usually receive every mark from 
A to F. 
As Diederich2 has pointed out teachers' judgment of 
the quality of written compositions is not usually considered 
objective. Scales point tovrard this ilnportant factor, but 
as Diederich3 further points out: 
A higher degree of reliability can be attained by 
some artificial scheme, such as listi.ng the points 
that students have bee.n taught to look for in any 
given type of material and t hen giving them a cer-
tain amount of credit for each point that they re-
membered to l ook for, but such a mark will have 
little relationship to the quality of writing. 
Numerous other investigators have pointed out the 
weakness of scales in meast~ing the quality of written 
composition. McKee's4 objection to scales is that there 
is not sufficient differentiation of content , structure 
and form and that much of '\ofhat is accomplished by scales 
1 Diederich, 2£· cit ., p . 584. 
2 Ibid.' p. 587. 
3 12£. cit~ , p . 587. 
4 McKee , ££• cit ., p . 245. 
could be done thru the use of informal tests . Smithl has a 
different but valid , objection when she points out that a 
major inadequacy of scales is their fail ure to identify 
problems that should have r emedial treatment . 
Gilbride2 succinctly expressed two of the principal 
objections to scal es for evaluating compositions and ac -
knowledges a primary contribution they can make to the 
evaluation of children ' s compositions, as well as indicates 
an area of great potential use for scales when she reports: 
Composition scales have been found inadequate for 
two reasonst they are too subjective and they measure 
general rather than specific merit . All the composi-
tion scales that have been produced depend on personal judgment which is unreliable as a measure or organiza-
tion skill . In spite of their subjectivity, however, 
they have provided a method of rating compositions that 
reduces the variability of teachers' judgment. The 
chief criticism of composition scales is their fail ure 
as a diagnostic measure. To provide r emedial work 
specific qualities must be measured and analyzed. 
A criticism of scales pertinent to this investiga-
tion of creative writing because of its emphasis of the 
creative element in children's compositions is the follow-
ing by McKee :3 
1 Dora V. Smith, Diagnosis Q! Difficulty in English, 
Thirty- Fourth Yearbook ££ the National Society for the Study 
of Education, Part II (Bloomington, Ill.: Public School Pub-
lishing Company, 195;) p . 2~6. 
2 Gilbride , 22· cit. , p . 18. 
3 McKee, l oc eit. 
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In the first place most of the scales refer to the 
old traditional type of written composition as well 
as being more or less l imited to the theme type of 
writing. This , is not a guarantee that they measure 
at all the child's ability to do the types of writing 
which he should do. Second , some of the scales fail 
to distinguish content, structure and form, although 
two or three of the more modern attempts have tried 
to overcome this weakness. Third, the chief concern 
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in most scales appearsto be the matter of form . Re-
cent attempts, ho"Tever, have tried to obtain some sort 
of measure of the child's originality and inventive 
powers in \v.riting. Finally there is evidence to show 
that most of the scales are neither reliable nor valid 
measures of the relatively unimportant matter and types 
of writing they purport to measure . 
McKee has indicated a second dimension of the evalu-
ation of children's compositions that is not always appar-
ent in the discussion of writers in this field. There is a 
need for objective evaluation of children's compositions 
for purposes of grouping, remedial instr uction, promotion , 
evaluation of the child's facility with the taught mechanics 
of grammar and to restrict the subjective evaluation of 
those elements. That is the first dimension. The second 
is more ephemeral, a more intangible dimension. It is an 
evaluation by the individual teacher of the growth by the 
individual child in ability to communicate by means of 
'~itten composition. This second dimension of evaluation 
of children's composition is based on the following assumption 
of Littwin:l 
1 Maxwell F . Littwin, "An Experimental Investigation 
of the Effect of Method of Presentation upon the Imaginative 
Quality of Descriptive Writing .Among Elementary School Pupils." 
(unpublished Doctor's thesis, School of Education, New York 
University , 1934) p. B. 
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Teachers seem to forget that all composition is 
based on the psychology of social intercourse . Peopl e 
write so that they may communicate their experiences 
beliefs , doubts , and opinions to others . People wrile 
to illustrate , to interpret , to relive life. Children 
write for similar reasons . Teachers , however , have 
mainly attended to mechanical aspects : and the emphasis 
upon mechanics in standard test measurement appears to 
have justified their position. 
It would appear that standards r egarding the mechani-
cal aspects of written composition jointly agreed upon by 
the teacher and children in combination with individual 
conferences and the use of standard scales for diagnostic 
and remedial purposes might provide an adequate method of 
evaluating the written compositions of children. 
Introduction 
CHAPrER II 
PLAN OF THE STUDY 
Research indicates the need for better methods to 
stimulate the flo~ of ideas in v~itten composition. Four 
techniques were constr ucted , administered , and evaluated 
in this study. The construction of the individual lessons 
was as follm-rs . 
Specific Procedures 
Beginning Sentences 
Pictures 
Occupational Titl es 
Pa ragr aphs 
Procedure of the Study 
The administr ation of the four methods was pr eceded 
by a preliminary nonstimulated composition . For this pre-
liminary composition , the children were directed to 'v.rite a 
s t ory about something interesting that happened to them r e -
cently or that they would like to have happen to them. 
Then followed four weeks of creative expression 
using a different series of lessons each week to stimulate 
the flow of ideas . These made use of beginning sentences , 
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pictures , occupational titl es , and paragraphs . Approximately 
one- half of the children participating in the study completed 
the exercises in the above order . The remaining groups varied 
the weekly order of lessons used . The specific directions 
for obtaining the preliminary composition as well as the 
four compositions following will be found in A:.ppendix A. 
Population 
The population used in this study consisted of two 
hundred eighty- five unselected fourth , fifth and sixth gr ade 
pupils in the public schools of Boston and Lawrence, Nassachu-
setts and . Lebanon, Connecticut . 
Scoring 
When the compositions were returned a random sampling 
of twelve of the stories was made . These compositions were 
independently scored by each of the v~iters of this study 
both for the number of ideas and for the quality of the com-
position. 
For the quantity rating a score of one point was al-
lowed for each different thought expressed in the composi-
tion. The basis for the qualitative scoring was a rating 
scale adapted from one constructed by James F . Baker . A 
sampl e of the rating scale used 111ill be found in Appendix B. 
The scores both quantitative and qualitative given to each 
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of the twelve compositions were then compared by the writers 
to arrive .at uniformity of scoring. All compositions sub-
mitted were then scored by the writers of the study using 
the above described techniques. 
Additional data 
In addition to the information obtained in the head-
ings of the compositions, each pupil •·s chronological age 
as of March 1, 1953 was obtained. Intelligence quotients 
were also obtained for a selected group of fourth, fifth, and 
sixth grade pupils within the popul ation. 
Individual Procedures Used in the Study 
Beginning Sentences 
One method employed in this study to stimulate the 
flow of ideas consisted in supplying the children with a 
beginning sentence on which to build their stories . 
The selection of the beginning sentences used. In 
order to provide sentences which would appeal to the chil-
dren the writer made a study of the composition interests 
of children in the intermediate grades. According to 
Viglione ' sl findings the types of written compos~tions 
1 Julie c. Viglione, Ag Evaluation of Written Com-
position Interests Su~gested .£y, Five Language Series in 
Grades Five and Six.unpublished Master ' s Thesis , Boston 
University, 1948;-p. 50. 
pre~erred by ~i~th and sixth grade children are humorous 
situations, personal experiences and imaginary situations . 
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In a study made o~ the topics discussed in children ' s 
conversation at recess periods Dawsonl found that children 
in grades three to six like to talk about their games and 
sports, personal experiences , trips, pets and their tricks 
and their ~amilies and ~riends . 
Dawson2 found also that, 
Fourth grade children seem to be more prone 
to fancies and daydreaming and to like inanimate 
nature better than the children of other ages. 
With the above findings in mind the writer used the 
~ollowing beginning sentences to stimulate the children's 
stories. 
1. No school in (supply name of town) all day! 
2. My little dog, (supply name of dog) is very 
clever. 
3. As I glanced up ~rom the television program 
I saw the evening paper creep slovrly across 
the floor. 
4. My three- year - old sister can get into more 
mischief than any other little girl I know. 
5·. If I had a fairy godmother I would ask 
her .. ........ . . 
1 Mildred A. Dawson, "Children ' s Preferences ~or 
Conversational Topics,'t Elementary School Journal. 37:429- 37, 
February 1937. 
2 Ibid.' p . 435. 
In sentences two and four above the name of another 
member of the family or a pet could be substituted. In 
sentence three the incident could happen while listening 
to a radio program. 
Description of ~ lessons 
One of each of the first four sentences a bove was 
used on four successive days to s timulate the children ' s 
stories. The teacher wrote the sentence on the board, and 
called on some of the children to r ead it . She then dis -
cussed it with the group asking certain directed questions . 
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On the first day the group contributed to a composite 
story which the teacher wrote on the board. A. different 
beginning sentence was placed on the board on the following 
three days . Different children were invited to tell their 
stories using the beginning sentence. 
The children were asked to write a story on the fifth 
day using a beginning sentence entirely unrelated to those 
used earlier in the week. This was done so that it could 
not be said that the story was in preparation during five 
language lessons while the preliminary story was completed 
in one lesson . The only teacher- help permitted was in 
spelling. 
The lessons are included in Appendix A. 
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Pictures 
General purpose £! lessons . It was the purpos e or 
the writer to construct a set of five lessons to stimulate· 
the f lovr of ideas in children's writing in grades four , five 
and six. 
Philosophy behind lessons . The lessons were based 
on the premise that visua~ stimuli in the form of pictures 
with accompanying discussion would stimulate the flow or 
ideas in written composition. 
Development of ~ l essons. The selection of pic-
tures was made in accordance with the following criteria. 
The pictures should be within the experience of the child 
so that the child might draw from his o~m experience for 
the development of a composit.ion . They should be of dif-
ferent types so that the child ,.,ould have as much freedom 
as possible within the experimental situation to write the 
type of composition which would most appeal to him. Calen-
dar pictures were used and four pictures were chosen using 
the above criteria. The specific lessons were developed 
from the pictures chosen for the study. 
Description of the lessons. The four pictures used 
i .n this study were to be placed in the classroom where the 
children could see and study them during the l essons . The 
first day ' s lesson was introduced with the explanation that 
pictures are a way of telling people thoughts , ideas , 
stories, or a part of a story. The pictures were pre-
sented with a minimum of description . Discussion of each 
picture concerned the type of picture and possible titles 
for the pictures. Other pictures suggested by those pre-
sented were discussed as above. The children were directed 
to pick the picture which they liked and write down any of' 
their ideas pertaining to it. 
The second day the preceding day's discussion was 
recalled noting that the pictures had not been described. 
Multiple suggestions in relation to the pictures were pre-
sented in the form of questions which would stimulate 
varying responses. The responses and other questions 
raised were discussed. The children were directed to ask 
themselves more questions and write down their ideas . They 
were guided to think of writing something about the picture 
they had chosen. 
The third day the children were told that the ideas 
the pictures stimulated could be developed in different 
forms. Individual children were asked to tell their titl es 
and opening sentences . These were discussed. 
The f'ourth day individual children were requested to 
tell their stories or word pictures. 
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The fifth day the children were asked to write. They 
were told they might answer two questions referring to the 
week ' s work at the end of their composition paper . 
The lessons were preceded by general instructions to 
the teacher. They were constructed with running directions 
written to the left of the lesson material. These were for 
the aid of the teacher as the lessons were presented. The 
teacher .was advised that description of the pictures was to 
be avoided. 
The lessons were developed prior to a review of the 
research, which indicated that Applegate1 favors the use 
of pictures for stimulating creative writing. Her specific 
suggestions for the use of story- telling pictures are: 
Class development of a story from a story- telling 
picture. Reading the picture may include some or all 
of the following: 
a. Guessing what is happening in the picture. 
b. Characterizing the people and suggesting 
possible names for them. 
c. Deciding what events have led up to the 
present action. 
d. Guessing at the various ways the story 
might turn out. 
e. Finding words to express the feelings and 
actions at which the picture hints. 
f. Finding words to describe the scenery or to 
express the background of the picture. 
g. Suggesting a few appropriate titles . 
1 Mauree Applegate. Helpi~ Children ~ite . (Scran-
ton, Pennsylvania, International Textbook Company, 1949)· 
p. 60. 
The teacher and the children either write their 
own versions of the story or write on one of the 
titles suggested by the class. 
Some .revision of the lessons was made in accordance 
with the suggestions offered by Applegate. 
The lessons may be found in Appendix A. 
Procedure, Occupations 
A set of five lessons was prepared to stimulate the 
flow of ideas in written compos~tion by using occupation 
titles with decreasing amounts of factual information as 
t he stimuli . The job titles and factual information came 
from the Dictionary of Occupational Titles . Specific di-
rections for each lesson can be found in Appendix A. A 
sample of each lesson is included in the Appendix. 
Basic Philosophl QtLessons . These exercises were 
based on the premise that to stimulate the flovr of ideas 
it would appear that some factual information must be pro-
vided as the base from which flights of imagination could 
be launched , and that once a pattern was established chil-
dren could use familiar objects as a base and write crea-
tively and well . 
Development .Q!. ~- Exercises. To test this premise 
the exercises were developed in the following manner . The 
firs t exercise contained one job title and an accurate and 
fairly complete description of the job adapted from the 
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Dictionary of Occupational Titles . This was read to the 
children . Key questions to stimulate thought were then read 
to the children. The children were allowed five minutes in 
which they were to write as many ideas for stories as they 
could . At the end of the five minutes a discussion period 
followed in which the ideas originated by the children were 
• 
read by them and briefly discussed by the class . 
The second exercise contained two job titles each 
one accompanied by several descriptive phrases . Again key 
questions similar to those used with the first exercise 
were read. The class was again given five minutes to v~ite 
as many ideas for stories as they could in the time allowed . 
At the end of the five minutes a discussion period followed 
in which the ideas originated by the children were briefly 
discussed . 
The procedure for the third and fourth exercises 
was similar, the only difference being in the principal 
stimuli. In the third exercise the principal stimuli was 
four job titles with three sets of descriptive words pl aced 
in random order . The children were requested to select the 
matching descriptive words for the job title they selected. 
The procedure for the rest of the exercise was the same ~s 
for the first two. The stimuli for the fourth exercise was 
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sentence, as that phase was dealt with exclusively by another 
writer of this group thesis . 
The compilation of paragraph factors to be stressed. 
1. Ability to detect unrelated sentences in a 
paragraph. 
2. Ability to arrange sentences l ogically in a 
paragraph. 
3. Ability to recognize good endings in a para-
graph. 
4. Ability to select and organize sentences from 
a group of many sentences. 
The selection of ~ content . To make the content 
interesting to children, a study was made of Viglione 1s 1 
thesis . The three preferred composition types designated 
by children were: humorous situations, personal experiences, 
and imaginary situations . 
The contents of the exercises were based mainly on 
children ' s preferences as found by Viglione , and were com-
posed by the writer, from the study of English books , history 
books, nature books, reading books , and children's composi-
tions . 
The arrangement Qf lessons. The four lessons lead-
ing to the written composition \vere arranged according to 
paragraph difficulty. 
1 Julie C. Viglione, An Evaluation of Written Composi-
·tion Interests £y Five Language Series in Grades Five ~ Six. 
@npublished Master's Thesis , Boston University, 1~ p . ~ 
I Part I, One Topic, presented six paragraphs, each 
containing an unrelated sentence. The writer considers this 
the easiest part of paragraph work. The paragraphs were ar-
ranged with the misplaced sentences in various positions . 
Part II, Logical Sequence , presented six paragraphs 
arranged in illogical sequence. Pupils• ability to rel ate 
stories in correct order '~s determined by this exercise. 
Part III, Good Endings, consisted of two sections . 
The first part had six paragraphs and .the children had to 
determine those with good endings, supplying the reason. 
The second part consisted of ten ending sentences minus the 
composition . Children had to determine which were good and 
which were not . 
Part rv, Three Stories, was a series of seventeen 
sentences, the contents of which made three paragraphs . 
These sentences had to be arranged according to topic and 
in correct logical sequence. 
Part V, A written Composition, was directed by the 
teacher with reference to the week's work on paragraph study. 
~ estimation of lesson time. 
Part I . ten minutes (approximately) 
Part II. fifteen minutes (approximately) 
Part III . ten minutes (approximately) 
Part IV. fifteen minutes (approximately) 
Part v. Unlimited. 
Directions for Administering. The specific direc -
tions for administering the exercises will be found in 
Appendix A. 
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TABLE 4. 
Comparison of Preliminary and Occupational Titl e Compositions 
on the Basis of Number of Ideas in Grade Four 
Type No . Mean S.D. S.E. Diff. S. E. C. R. 
M Diff . 
Preliminary 87 5. 39 2. 18 0. 23 
2. 54 o.4o 6. 269 
Occupational Titl e 81 7. 93 2.97 0. 33 
The above table indicates a difference of 2. 51+ bet\lreen 
the means . This difference yields a critical ratio of 6. 269 
which is significant in favor of the occupational title com-
positions . 
TABLE 5. 
Comparison of Preliminary and Paragraph Compositions on the 
Basis of Number of Ideas in Grade Four 
Type 
Preliminary 
Paragraph 
No . 
87 
83 
Mean S. D. 
5. 39 2. 18 
8.36 3. 25 
s . E. Diff. s . E. c.R. 
M Diff . 
0. 23 
0. 36 
2. 97 o.l.:-3 6. 969 
The difference between the means yields a critical 
ratio of 6. 969 which is statistically significant in favor 
of the paragraph compositions . 
78 
TABLE 6. 
Compar i son of Preliminary and Beginning Sentence Compositions 
on the Basis of Quality in Grade Four 
Type No. Mean S. D. s.E. Diff . S. E. c.R. 
M Diff. 
Preliminary 8lt 10. 85 3 . 29 0. 36 
1.22 0 . 53 2 . 3llt 
Beginning Sentence 82 12. 06 3 . lt7 0. 38 
The difference between the means as seen in the above 
tabl e is 1 . 22 . This difference yields a critical ratio of 
2 . 311t which , thvugh not statistically significant , i s in 
favor of the beginning sentence compositions . 
TABLE 7 •. 
Comparison of Preliminary and Pic ture Compositions on the 
Basis of Quality in Gr ade Four 
Type No . Mean S. D. S. E. Diff . S. E. c.R. 
M Diff . 
Preliminary 8lt 10. 85 3 . 29 0. 36 
13. 21 3. 6lt o. ltl 
2. 37 0. 54 lt. 365 
Picture 80 
An examination of the above tabl e indicates a difference 
of 2. 37 between the means . This difference yields a critical 
ratio of lt. 365 which is significant in favor of the picture 
compositions. 
• 
• 
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TABLE 8. 
Comparison of Preliminary and Occupational Titl e Compositions 
on the Basis of Quality in Grade Four 
Type No . Mean S. D. s.E. Diff. S.E. c . R. 
M Diff. 
Preliminary 84 10. 85 3. 29 0. 36 
2. 60 0. 55 4. 742 
Occupational Title 78 13 .45 3. 67 o. 42 
The difference between the means yields a critical 
ratio of 4. 742 which is significant in favor of the occupa-
tional title compositions . 
TABLE 9. 
Comparison of Preliminar y and Paragraph Compositions on the 
Basis of Quality in Grade Four 
Type No . Mean S. D. s.E. Diff . S. E. C. Ro 
M Diff . 
"\ 
Preliminary 84 10. 85 3. 29 0. 36 
1. 59 0. 51+ 2. 962 
Paragraph 78 12. 44 3. 53 o .. 4o 
A difference of 1 . 59 bet\oreen the means , as seen in the 
above table, yiel ds a critical ratio of' 2 •. 962 which is statis-
tically significant in favor of the pa ragr aph compositions o 
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TABLE 12. 
Comparison of Preliminary and Occupational Titl e Compositions 
on the Basis of Number of Ideas in Grade Five 
Type No. Mean S. D. S. E. Dj_ff. S. E. c.R. 
M Diff. 
Preliminary 101 9. 01 3. 33 0. 33 
0. 37 o. 47 0. 785 
Occupational Titl e 93 9. 38 3. 21 0. 33 
The difference between the means yields a critical 
ratio of 0. 785 which, though not statistically significant , 
is in favor of the occupational titl e compositions. 
TABLE 13. 
Comparison of Preliminar y and Paragraph Compositions ·on the 
Basis of Number of Ideas in Grade Five 
Type No . Mean S. D. S. E. Diff . S. E. c. R. 
M Diff. 
Preliminary 101. 9. 01 3. 33 0. 33 
1. 33' o. 48 2. 791 
Paragraph 94 10.34 3. 32 0. 34 
The difference between the means of 1. 33 as shovm by 
the above table, yields a critical ratio of 2. 791 which is 
significant in favor of the paragraph compositions . 
82 
TABLE 14. 
Comparison of Preliminary and Beginning Sentence Compositions 
on the Basis of Quality in Gr ade Five 
Type No. Mean S. D. s·. E. Diff . S.E. c.R. 
M Diff . 
Preliminary 108 12.01 3 . 07 0. 30 
0. 86 0. 48 1 . 789 
Beginning Sentence 103 12 . 87 3. 88 0. 38 
A difference of 0.86 between the means, as seen in the 
above table , yields a critical ratio of 1. 789 which, though 
not statistically significant , is in favor of the beginning 
sentence compositions . 
TABLE 15. 
Comparison of Preliminary and Picture Compositi~ns on the Basis 
of Quality in Grade Five 
Type No. Mean S.D. S.E. Diff. S. E. C. R. 
M Diff . 
Preliminary 108 12 . 01 3 . 07 0. 30 
0.87 0. 43 2 . 007 
Picture 97 12. 88 3 .10 0. 32 
An examination of the above table indicates a differ-
ence of o. 87 betvreen the means. This difference yields a 
critical ratio of 2 . 007 which, though not statistically sig-
nificant, is in favor of the picture compositions . 
TABLE 16. 
Comparison of Preliminary and Occupational Titl e Compositions 
on the Basis of Quality in Grade Five 
Type No . Mean S. D. S. E. Diff . S.E. c.R. 
M Diff . 
Preliminary 108 12. 01 3 . 07 0. 30 
1 . 50 0 . 41 3 . 637 
Occupational Titl e 98 13 . 51 2. 85 0 . 29 
The above table indicates a differ ence of 1.50 between 
the means . This difference yields a critical ratio of 3.637 
which is significant in favor of the occupational titl e com-
position . 
TABLE 17. 
Comparison of Preliminary and Paragr aph Compositions on the 
Basis of Quality in Gr ade Five 
Type No . Mean S. D. s . E. Diff . S. E. C. R. 
M Diff . 
Preliminar y 108 12. 01 3 . 07 0. 30 
1 . 30 0. 42 3. 085 
Paragraph 100 13.31 3 . 01 0. 30 
The difference bet\-reen the means as seen in the above 
table is 1.30. This differ ence yiel ds a critical ratio of 
3 . 085 which is statistical ly significant in favor of the 
paragr aph compositions . 
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TABLE 18. 
Comparison of Preliminary and Beginning Sentence Compositions 
on the Basis of Number of Ideas in Grade Six 
Type No . Mean S. D. S. E. Diff . S. E. C. R. 
M Diff . 
Preliminary 89 12. 00 4. 49 0. 48 
2.10 0. 73 2. 903 
Beginning Sentence 86 9. 90 5. 07 0. 55 
f he difference between the means yields a critical 
ratio of 2. 903 which is significant in favor of the prelimina-
ry compositions. 
TABLE 19. 
Comparison of Preliminary and Picture Compositions on the 
Basis of Number of Ideas in Grade Six 
Type No. Mean S. D. S. E. Diff. S.E. c . R. 
M Diff . 
Preliminary 89 12. 00 4. 49 0. 48 
2.42 0. 82 2. 935 
Pict ure 77 14. 42 5. 89 0. 67 
A difference of 2.42 betl-teen the means , as sho,..m by 
the above table1 yields a critical ratio of 2. 935 l-thich is 
statistically s1gnificant in favor of the picture compositions . 
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TABLE 20. 
Comparison of Preliminary and Occupational Title Compositions 
on the Basis of Number of Ideas in Grade Six 
Type No . Mean S.D. s . E. Diff . s . E. C. R. 
M Diff . 
Preliminary 89 12. 00 4 . 49 o. 48 
1 . 53 0. 85 1 . 809 
Occupational Title 77 13 . 53 6. 14 0. 70 
An examination of the above table indicates a differ-
ence of 1 . 53 bet,-reen the means . This difference yields a cri-
tical r atio of 1. 809 which, though not statistically signi-
ficant , is in favor of the occupational title compositions . 
TABLE 21. 
Comparison of Preliminary and Paragraph Compositions on the 
Basis of Number of Ideas in Gr ade Six 
Type No . Mean S. D. S. E. Diff . S. E. C. R. 
M Diff . 
Preliminary 89 12. 00 4 . 49 o. 48 
2. 56 0 . 93 2 . 754 
Paragraph 78 14 . 56 7. 07 0. 80 
The difference between the means of 2 . 56 yields a 
critical ratio of 2 . 754Which is significant in favor of the 
paragraph compositions. 
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TABLE 24. 
Comparison of Pr eliminar y and Occupational Titl e Compositions 
on the Basis of Quality in Gr ade Six 
Type No . Mean S.D. S. E. Diff . S. E. C. R. 
M Diff. 
Preliminary 90 12. 54 2. 33 0. 25 
0. 62 0 . 51 1. 220 
Occupational Title 79 13.16 3 . 96 0 . 45 
A differ ence of 0. 62 between the means , as seen in the 
above table , yields a critical ratio of 1.220 which , though 
not statistically significant , is in favor of the occupational 
titl e compositions . 
TABLE 25. 
Comparison of Pr elimi nary and Paragraph Compositions on the 
Basis of Quality in Grade Six 
Type No. Mean S. D. S. E. Diff . S. E. C. R. 
M Diff . 
Preliminary 90 12 . 54 2. 33 0 . 25 
14. 21 0 . 26 
1. 67 0 . 35 4 . 702 
Paragraph 80 2. 29 
An inspection of the above table indicates a difference 
of 1. 67 between the means . This differenc e yields a critical 
ratio of 4 . 702 which is s tatistically significant in favor of 
the paragraph compositions . 
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In order to determine whether intelligence affected 
the score in relation to number of ideas and quality of 
composition a selected g roup was segregated into four 
quartiles on the basis of intelligence quotient. The mean 
scores for the upper and lower quartiles were determined 
for each type of composition on the basis of number of ideas 
and quality of composition. The means of the upper and 
lower quartiles were then compared in order to discover 
whether there was a significant difference in performance 
due to the difference in intelligence. 
TABLE 26. 
Comparison of High and Low I.Q. Groups on Preliminary Com-
positions on the Basis of Number of Ideas in Grade Four 
Group No . Mean S.D. S. E. Diff. S. E. c.R. 
M Diff . 
High I.Q . 19 5. 61 1. 93 o.44 
1. 35 0.64 2.104 
Lmv I . Q. 19 4. 26 2.03 o. 47 
The difference between the means yields a critical 
ratio of 2. 104 which, though not statistically significant, 
is in favor of the high I .Q. group . 
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TABLE 27 . 
Comparison of High and LO\v I . Q. Gr oups on Beginning Sentenc e 
Compositions on the Basis of Number of Ideas in Grade Four 
Group No . Mean S. D. S. E. Diff . S. E. c.R. 
M Diff . 
High I . Q. 18 5. 28 1. 4-8 0. 35 
1. 39 0. 4-1 3. 422 
Lovt I . Q. 18 3 . 89 0.87 0. 21 
A difference of 1. 39 between the means , as seen in the 
above table , yields a critical r atio of 3 .422 which is statis-
tically significant i n favor of the high I . Q. group . 
TABLE 28 . 
Comparison of High and Low I . Q. Groups on Picture Compositions 
on the Basis of Number of Ideas in Grade Four 
Group No . Mean S.D . s . E. Diff . S. E. c .R. 
M Diff . 
High I . Q. 18 10. 00 2. 47 0. 58 
2.43 
1. 50 o. 82 1. 835 
Low I . Q. 18 8. 50 o. 57 
The a bove table indicates a difference of 1. 50 between 
the means . This difference yiel ds a critical ratio of 1. 835 
which, though not statistically significant , is in favor of 
the high I . Q. group . 
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TABLE 29 . 
Comparison of High and Low I . Q. Groups on Occupational Titl e 
Compositions on the Basis of Number of Ideas in Grade Four 
Group No • . Mean S. D. S.E. Diff. s . E. c .R. 
M Diff. 
High I . Q. 18 10. 11 3 . 28 0.77 
3 . 27 1 . 02 3 .192 
Low · I . Q. 19 6 . 8lt 2.93 0. 67 
The difference between the means of 3 . 27 yields a cri-
tical ratio of 3 . 192 which is significant in favor of the 
high I . Q. group. 
TABLE 30. 
Comparison of High and Low I . Q. Groups on Paragraph Compositions 
on the Basis of Number of Ideas in Grade Four 
Group No. Mean S. D. S. E. Diff . S. E. c.R. 
M Diff. 
High I . Q. 19 8 . 68 lt. l 6 0 . 95 
1. 07 1.08 0 . 998 
LovT I . Q. 18 7. 61 2. 11 0.50 
An examination of the above table indicates a differ-
ence of 1.07 between the means . This differ ence yields a 
critical ratio of 0. 998 which, though not statistically sig-
nificant , is in favor of the high I . Q. group . 
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TABLE 31. 
Comparison of High and Low I . Q. Groups on Preliminary Composi-
tions on the Basis of Quality in Grade Four 
Group No . Mean S. D. S. E. Diff . S. E. C. R. 
M Diff. 
High I.Q. 18 12.00 2. 94- 0. 69 
2. 00 0. 79 2. 540 
LO\v I . Q. 19 10. 00 1.62 0. 37 
The differ ence betvreen the means as seen in the above 
table is 2.00 . This difference yields a critical ratio of 
2. 540 which , though not statistically significant, is in 
favor of the high I . Q. group . 
TABLE 32 . 
Comparison of High and Low I . Q. Groups on Beginning Sentence 
Compositions on the Basis of Quality in Grade Four 
Group No . Mean S. D. S. E. Diff . S. E. c.R. 
M Diff . 
High I . Q. 18 12 .17 2. 03 o. lt8 
1. 00 o. 63 1 . 597 
Lovr I.Q . 18 11.17 1 . 71 o. lto 
A difference of 1 .00 between the means , as shown in 
the above table , yiel ds a critical ratio of 1. 597 which, though 
not statistically significant , is in favor of the high I . Q. 
group. 
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TABLE 33 . 
Comparison of High and Low I . Q. Groups on Picture Compositions 
on the Basis of Quality in Grade Four 
Group No . Mean S. D. s . E. Diff . S. E. c.R. 
M Diff. 
High I . Q. 17 14 . 94 1 . 92 0. 47 
2. 39 0. 70 3 . 428 
Low I . Q. 18 12 . 56 2. 19 0. 68 
The difference between the means yields a critical 
ratio of 3. 428 which is significant in favor of the high I . Q. 
group . 
TABLE 34. 
Comparison of High and Low I . Q. Groups on Occupational Title 
Compositions on the Basis of Quality in Grade Four 
Group No . Mean S. D. S.E. .Diff . S.E. c .R. 
M Diff . 
High I. Q. 17 14. 71 2. 82 0. 68 
2 . 71 0 . 87 3 . 122 
LO'\tl I . Q. 19 12. 00 2. 32 0. 53 
- --- - · ~ ... .. . ·-
The above table indicates a difference of 2. 71 between 
the ~eans . This differ ence yields a critical ratio of 3 . 122 
which is significant in favor of the high I . Q. gr oup. 
TABLE 35. 
Comparison of High and Lm.; I . Q. Groups on Paragraph Composi-
tions on the Basis of Quality in Grade Four 
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Group No . Mean S. D. S. E. Diff . S. E. C. R. 
M Diff. 
High I . Q. 18 13 . 28 1. 63 0. 38 
1. 92 o. 51 3. 794 
Lm.r I.,Q. 17 11. 35 1. 37 0. 33 
The diff erence beb.;een the means as seen in the above 
table is 1. 92 . This difference yields a critical ratio of 
3 . 794 '\·Thich is statistic ally significant in favor of the 
high I . Q. group . 
TABLE 36. 
Comparison of High and Low I . Q. Groups on Preliminar y Composi-
tions on the Basis of Number of Ideas in Grade Five 
Group No . Mean S. D. S. E. Diff . s . E. C. R. 
M Diff . 
High I . Q. 13 9. 38 2. 40 0. 67 
0. 45 1. 18 0. 381 
Low I . Q. 15 8. 93 3 . 79 0. 98 
The difference bet'\veen the means yields a critical 
ratio of 0.381 '\>Thich , though not statistically significant , 
is in favor of the high I . Q. group . 
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TABLE 37. 
Comparison of High and Low I.Q. Groups on Beginning Sentence 
Compositions on the Basis of Number of Ideas in Grade Five 
Group No . Mean · S. D. S. E. Diff. S. E. c.R. 
H Diff. 
High I . Q. 13 7 ... 92 1. 64 0. 45 
1. 72 0. 73 2. 370 
Low I .Q. 15 8. 20 2. 20 0. 57 
A difference between the means of 1. 72, as shown by the 
above table, yields a critical ratio of 2. 370 which, though 
not statistically significant, is in favor of the low I . Q. 
group . 
TABLE 38. 
Comparison of High and Lmv I . Q. Groups on Picture Compositions 
on the Basis of Number of Ideas in Grade Five 
Group No . Mean S. D. S. E. Diff . S. E. C. R. 
M Diff . 
High I . Q. 11. 13.18 4 . 59 1. 38 
2. lt·3 1. 57 1· 547 
LovT I . Q. 12 10. 75 2. 59 0. 75 
An inspection of the above table indicates a diff'er-
ence of 2. 43 between the means . This difference yields a 
critical ratio of 1. 547 which, though not statistically signifi-
cant, is in favor of the high I .Q. group. 
TABLE 39. 
Comparison of High and Low I . Q. Groups on Occupational Title 
Compositions on the Basis of Number of Ideas in Gr ade Five 
Group No . Mean S. D. B. E. Diff . S. E. c. R. 
M Diff. 
High I . Q. 12 10. 17 lt- . 81 1. 39 
0.10 1. 63 0.061 
Low I . Q. 15 10. 27 3. 30 0. 85 
A difference of 0.10 between the means, as seen in the 
above table , yields a critical ratio of 0. 061 which , though 
not statistically significant, is in favor of the low I . Q. 
group . 
TABLE ltO . 
Comparison of High and Lo'\<T I . Q. Gr oups on Par agraph Composi-
tion on the Basis of Number of Ideas i .n Grade Five 
Group No . Mean S. D. S. E. Diff . s . E. c.R. 
M Diff . 
High I . Q. 12 11 . 00 3. 37 0. 97 
0. 60 1. 22 o. lt-92 
Low I . Q. 15 10. 40 2. 85 0. 74 
The above table indicates a difference of 0. 60 between 
the means . This difference yiel ds a critical ratio of 0. 492 
which , though not statistical ly significant , is in favor of 
the high I . Q. group . · 
TABLE 41. 
Comparison of High and Low I . Q. Groups on Preliminary Composi-
tions on the Basis of Quality in Grade Five 
Group No . Mean S. D. s . E. [)iff. S. E. c.R. 
M Diff . 
High I .Q. 15 14.47 2.19 0. 56 
1. 47 0. 76 1. 932 
Low I . Q. 15 13 . 00 1. 97 0. 51 
The difference between the means as seen in the above 
table is 1.47. This difference yields a critical ratio of 
1.932 which , though not statisticall y significant , is in favor 
of the high I . Q. group. 
TABLE 42 . 
Comparison of High and Lmv I . Q. Groups on Beginning Sentence 
Compositions on the Basis of Quality in Grade Five 
Group No . Mean S.D. S. E. Diff . S. E. c.R. 
M Diff . 
High I . Q. 15 14.40 2. 33 o.6o 
0.13 0. 96 0.138 
LovT I . Q. 15 14. 27 2. 91 0. 75 
· The difference between the means yields a critical 
ratio of 0.138 which, though not statistically significant, 
is in favor of the high I . Q. group . 
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TABLE l..t-3 . 
Comparison of High and Lmv I . Q. Groups on Picture Compositions 
on the Basis of Quality in Gr ade Five 
Group No . Mean S. D. S. E. Diff. S. E. c.R. 
M Diff . 
High I . Q. 13 l l..t- . 85 2 . 66 0 . 7lt 
1 . 85 1 . 18 1 . 561 
Lovl I . Q. llt 13 . 00 3 . lt6 0 . 93 
A difference of 1. 85 between the means , as shown by 
the above table , yields a cr itical ratio of 1. 561 which , though 
not statistically significant , is in favo r of the high I . Q. 
group . 
TABLE ltlt . 
Comparison of High and Lovr I . Q. Groups on Occupational Titl e 
Compositions on the Basis of Quality in Grade Five 
Group No . Mean S. D. S. E. Diff . s . E. C. R. 
M Diff. 
High I . Q. 14 15. 00 2. 67 0 . 71 
o. 6o 0 . 9»+ 0 . 639 
Low I . Q. 15 14 . 40 2. 36 0 . 61 
An examination of the above table indicates a differ-
ence of 0. 60 between the means . This differ ence yields a 
critical ratio of 0 . 639 which , though not statisticall y sig-
nificant , is in favor of the high I . Q. group . 
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TABLE 45. 
Compar_ison of High and Lovl I . Q. Groups on Paragraph Composi-
tions .on the Basis of Quality in Grade Five 
Group No . Mean S. D. S. E. Diff. S.E. C. R. 
M Diff . 
High I . Q. 14 14. 86 2. 53 0. 68 
2. 26 1. 13 1. 992 
Low I . Q. 15 12. 60 3. 52 0. 91 
The difference between the means of 2. 26 yields a cri-
tical ratio of 1. 992 which, though not statistically signifi-
cant, is in favor of the high I.W. group . 
TABLE 46. 
Comparison of High and Low I . Q. Groups on Preliminary Composi-
tions on the Basis of Number of Ideas in Grade Six 
Group No . Mean S. D. S.E. Diff . S. E. c.R. 
M Diff . 
High I.Q . 13 10. 31 3.10 0. 86 
. 9. 46 
0. 85 1. 23 0. 690 
Low I . Q. 13 3 .15 0. 87 
The above table indicates a difference of o. 85 between 
the means . This difference yiel ds a critical ratio of 0. 690 
which, though not statistically significant, is in favor of 
the high I . Q. group . 
·TABLE 47. 
Comparison of High and Lo"Yr I . Q. Groups on Beginning Sentenc e 
Composition on the Basis of Npmber of Ideas in Grade Six 
Fro up No . Mean S. D. S. E. Di ff . S. E. c.R. 
M Diff . 
13 7.62 2. 76 0. 77 
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High I . Q. 
2.07 1.16 1. 780 
Lo-vr I . Q. 11 5. 55 2. 90 0. 88 
The difference between the means yiel ds a critical 
ratio of 1. 780 which, though not statisticall y significant , 
is in favor of the high I . Q. group . 
TABLE 48. 
Comparison of High a nd Low I . Q. Groups on Picture Composiuons 
on the Basis of Number of Ideas in Grade Six 
Group No. Mean S. D. S. E. Diff. S. E. C. R. 
M Diff . 
High I . Q. 13 18. 54 7. 01 1. 94 
7.14 2. 64 2. 708 
LO"YT I . Q. 10 11 . 40 5. 63 1. 78 
A difference of 7.14 between the means , as seen in the 
above table, yields a critical r atio of 2. 708 which is sig-
nificant in favor of the high I . Q. group. 
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TABLE 49 . 
Comparison of High and Low I . Q. Groups on Occupational Title 
Compsitions on the Basis of Number of Ideas in Grade Six 
Group No . Mean S. D. S. E. Diff. S. E. c . R. 
M Diff. 
High I . Q. 13 13 . 54 3 . 43 0. 95 
0 . 10 2 . 88 0 . 002 
Low I . Q. 11 13 . 55 9. 06 2. 73 
An inspection of the above table indicates a difference 
of 0.10 between the means . This difference yiel ds a critical 
ratio of 0. 002 which, though not statistically significant , is 
in favor of the low I . Q. group . 
TABLE 50. 
Comparison of High and Low I . Q. Groups in Paragraph Composi-
tions on the Basis of Number of Ideas in Grade . Six 
Group No . Mean S. D. S. E. Diff . S. E. c.R. 
M Diff . 
High I . Q. 13 15. 46 10.14 2. 81 
4 . 66 3 . 54 1 . 318 
Low I . Q. 10 10. 80 6 . 78 2.14 
A difference of 4 . 66 between the means , as seen in the 
above table , yiel ds a critical ratio of 1 . 318 '\vhich, though 
not statistically significant , is in favor of the high I . Q. 
group . 
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TABLE 51. 
Comparison of High and Low I . Q. Groups on Preliminary Composi-
tionson the Basis of Quality in Grade Six 
Group No-. Mean S. D. s . E. Diff. s . E. c.R. 
M I>iff . 
High I . Q. 13 13. 00 1. 96 o. 51+ 
1. 54- 0. 87 1. 759 
Lo'" I . Q. 13 11.46 2. 47 0 .. 68 
The above table indicates a difference of 1. 54 between 
the means . This difference yields a critical r atio of 1. 759 
which~ though not statistically significant, is in favor of 
the h~gh I . Q. group . 
TABLE 52. 
Comparison of High and Low I . Q. Groups on Beginning Sentence 
Compositions on the Basis of Quality in Grade Six 
Group No . Mean S. D. S. E. Diff. S. E. C. R. 
M Diff. 
High I . Q. 13 . 12. 85 2. 93 o. 81 
10.45 
2. 39 1. 09 2. 202 
Low I . Q. 11 2. 39 0. 72 
The difference between the means as seen in the above 
table is 2. 39. This difference yields a critical ratio of 
2. 202 l.'lhich , though not statistically significant , is in favor 
of the high I . Q. group. 
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TABLE 53 . 
Comparison of High and Low I . Q. Groups on Picture Compositions 
on the Basis of Quality in Grade Six 
Group No . Mean S. D. S. E. Diff . S.E. C. Ro 
M Diff . 
High r . Q. 13 15. 38 2. 06 0. 57 
l o28 l o23 1.024 
Lotv I . Q. 10 14. 10 3 . 53 1. 12 
The difference between the means yields a critical 
ratio of 1 . 024 which, though not statisticall y significant , 
is in favor of the high I . Q. gr oup . 
TABLE 54. 
Comparison of High and Low I . Q. Gr oups on Occupational Title 
Compositions on the Basis of Qual ity in Gr ade Six 
Group No . Mean S.D. S. E. Diff. S. E. C. R. 
M Diff . 
13 12. 38 1 . 94 0. 54 
0. 48 1. 08 0. 439 
11 11. 91 3.12 0 . 94 
High I . Q. 
Lmv I . Q. 
A difference of 0. 48 between the means, as shown by the 
above table? yields a critical ratio of 0. 439 which, though 
not statist1cally significant , is in favor of the high I . Q. 
group . 
CHAPT:&.R IV 
Sill,f.HARY AND CONCLUSIONS 
It \vas the purpose of this study to compare four 
lessons to stimulate the flo\'l of ideas in creative \'lrit-
ing in grades four , five , and six. A preliminary non-
stimulated composition vras obtained in order to have a 
basis for evaluating the effectiveness of the experi-
mental lessons. 
The data were analyzed to determine : 
1 . The difference in number of ideas between 
the preliminary compositions and the com-
positions of each of the four lessons in 
the experiment. 
2. The difference in quality between the pre-
liminary compositions and those resulting 
f rom the four lessons. 
3. The effect of intelligence quotient on the 
number of ideas for each lesson used . 
4. The effect of intelligence quotient on the 
quality of composition from each of the 
lessons used. 
1.04. 
General Conclusions 
I . Grade Four 
A. Number of Ideas 
1 . The preliminary compositions were superior to 
the beginning sentence compositions on the 
basis of number of ideas ; the difference be-
bveen the two types was statistically signifi-
cant . 
2 . The compositions stimulated by the picture 
technique contained more ideas than the pre-
liminary compositions. The difference in 
number of ideas between the two techniques 
vTas statistically significant in favor of the 
picture type. 
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3. The difference between the number of ideas pro-
duced in the preliminary compositions and the 
!20mpositions from the occupational titl e tech-
nique was statistically significant in favor of 
the occupational title stimulation . 
4-. In comparing the preliminary compositions and 
the compositions 'vhich w·ere a result of the 
paragraph method , the difference was statisti-
cally in favor of the paragraph type . 
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B. Quality of Compositions 
1 . In analyzing the preliminary and beginning sen-
tence compositions on the basis of quality , it 
was found that the beginning sentence technique 
'vas superior to the preliminary technique, but 
the difference was not great enough to be statis-
tically significant. 
2 . A comparison of the compositions from the pic-
ture technique as against the preliminary com-
positions , showed a qualitative differ ence which 
'~s statistically significant in favor of the 
picture type . 
3. The compositions produced by the occupational 
title technique as compared to the preliminary 
compositions showed a qualitative difference 
which was statistically significant in favor 
of the occupational titl e type . 
4. The compositions from the preliminary method were 
compared with those from the paragraph method and 
the difference in quality was statistically sig-
nificant in favor of the paragraph type . 
II. Grade Five 
A. Number of Ideas 
1 . It was found on comparing the preliminary and be-
ginning sentence compositions on the basis of 
j_j_S 
These five lessons, which are to be given on succes-
sive days, are designed to stimulate creative expression by 
the use of beginning sentences . They are to be given in 
Grades IV, V and VI. 
The first four lessons are oral . The fifth, a writ-
ten lesson, is to be returned uncorr ected at 'the end of the 
week. 
In order to encourage children to express their 
thoughts in their o'm style it is suggested that genuine 
praise be given for some phase of each child's story. The 
teacher may comment on a well chosen word or phrase, a well 
organized story, on keeping to the point of the story or on 
anything which shows effort on the child ' s part. Every 
child should have an opportunity to eA~ress himself during 
the week. 
Help even the slowest child to feel that his contri-
bution is appreciated. In an unusual case when commendation 
cannot be given, the teacher is requested to show her in-
terest by some such pertinent remark as, "That is somet hing 
I always wanted too," or unogs make good pals, don't they?" 
My sincere thanks is extended to those who are co-
operating in this study. 
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number of ideas t hat the difference between the 
bvo types 1vas statistically significant in favor 
of the preliminary type . 
2 . The difference bet·w·een the number of ideas in the 
compositions produced by the picture technique and 
the preliminary compositions was statistically sig-
nificant in favor of the picture type . 
3. In analyzing the preliminary and the occupational 
title compositions on the basis of number of ideas, 
it was found that the occupational title composi-
tions contained more ideas than the preliminary 
compositions , but the difference vms not gr eat 
enough to be statistically significant. 
4. The compositions stimulated by the paragraph tech-
nique as compared to the preliminary compositions 
showed a difference in number of ideas which was 
statistically significant in favor of the paragraph 
compositions. 
B. Quality of Compositions 
1 . In comparing the preliminary and beginning sen-
tence compositions on the basis of quality, a dif-
ference in favor of the beginning sentence composi -
tions was found . This difference was not great 
enough to be statistically significant . 
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2 . The compositions produced by the picture technique 
were superior to the preliminary compositions on 
the basis of quality, but the difference was not 
great enough to be statistically significant. 
3. The qualitative difference between the preliminary 
compositions and the compositions from the occupa-
tional tit le lesson \ffiS statistically significant 
in favor of the occupational title type . 
4. The compositions produced by the paragraph tech-
nique as compared to the preliminary compositions 
showed a qualitative difference which was statis-
tically significant in favor of the paragraph type . 
III . Grade Six 
A. Number of Ideas 
1. A comparison of the compositions from the begin-
ning sentence technique as against the preliminary 
compositions on the basis of numbers, indicated a 
difference which was statistically significant in 
favor of the preliminary compositions . 
2 . The difference between the nu~ber of ideas in the 
preliminary compositions and the compositions 
stimulated by the picture lesson was statistically 
significant in favor of the picture type . 
3. In comparing the preliminary and occupational title 
compositions on the basis of number of ideas, a 
difference in favor of the occupational title 
:t09 
type "\vas found, but the difference was not great 
enough to be statistically significant. 
4. The compositions produced by the paragraph method 
were superior to the preliminary compositions on 
the basis of number of ideas; the difference be-
breen the two techniques vras statistically sig-
nificant . 
B. Quality of Compositions 
1 . In analyzing the preliminary and beginning sen-
tence compositions , it was found that the begin-
ning sentence type was superior to the prelimina-
ry type on the basis of quality, but the difference 
vras not great enough to be statistically signifi-
cant . 
2 . The compositions from the picture technique as 
compared to the preliminary compositions showed a 
qualitative difference which was statistically 
significant i n favor of the picture type~ 
3. It vras found on comparing the preliminary and oc -
cupational title compositions on the basis of 
quality that the difference bet"lveen the hm types, 
though not statistically significant , was in favor 
of the occupational title compositions . 
4. A comparison of the compositions produced by the 
paragraph method as against the preliminary 
compositions , indicated a qualitative difference 
1.vhich I.•Tas statistically significant in favor of' 
the paragraph type . 
Stmmarx Qf ~ Conclusions in Relation to the Effect of' 
Intelligence Quotient 
I . Grade Four 
A. On all five sets of compositions the high intelli-
gence quotient group vras superior to the low in-
telligence quotient group on the basis of number 
of ideas . In only two instances , the beginning 
sentence technique and the occupational titl e tech-
nique, were the differences statistically significant. 
B. In analyzing the compositions on the basi s of quality , 
it vms found that for all five techniques the high 
intelligence quotient group vras superior to the lovT 
intelligence quotient group . Three techniques , the 
picture , the occupational title , and the paragraph 
techniques, sho"VJ'ed statistically significant differ-
enc es . 
II. Grade Five 
A. It vms found on comparing the high and l ow intelli-
gen ce quotient groups , that only for the preliminary, 
picture , and paragraph lessons was the high intel li-
gence group superior on the basis of number of ideas . 
Both the beginning sentence and occupational title 
types showed a difference in favor of the low intel-
ligence group . The differences were not great enough 
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to be statistically significant for any technique 
in either direction . 
B. All five sets of compositions showed differences 
which, though not statistically significant, were 
in favor of the high intelligence group on the 
basis of quality of compositions . 
III. Grade Six 
A. On four types of compositions the high intelligence 
quotient group '\.ffi.S superior to the lovr intelligence 
quotient group on the basis of number of ideas. The 
. 
occupational title technique showed a slight differ-
ence in favor of the lm-r intelligence quotient group . 
The picture technique alone showed a statistically 
significant difference . 
B. In comparing the compositions on the basis of quali-
ty , the high intelligence quotient group was found 
to be superior to the lovr intelligence quotient group 
for all f ive methods . A statistically significant 
difference was shown by the paragraph method •. 
CHAPTER V 
SUGGESTIONS FOR FURTHER RESR~RCH 
1 . Carry out the same exercises using control and experi-
mental groups . 
2 . Prepare series of pictures to illustrate each occupation 
used in exercises . Then investigate to determine which 
stimulus, verbal or visual , results in better compositions . 
3. Determine which pictures the children used in what pro-
portions. 
4. Formulate a series of like exercises to be administered 
over a longer period of time . 
5. Supply a number of beginning sentences on diff'erent sub-
jects from which the children may choose one on -vrhich to 
build a story instead of asking them to create a story 
using a specific sentence~ 
:1:12 
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APPEND:OC A 
tl4 
To the teachers cooperating in this creative language study : 
Please obtain an original language story ~rom each 
child in your class . These stories should be returned 
without teacher corrections . Children may be given help 
in spelling but with n2 other phase £! 1b& story, please. 
Directions !£ the children: 
Girls and boys, today I am going to ask you to v~ite 
a story about something interesting that happened r ecently 
or that you would like to have happen. 
First you may write your story in pencil. Read it 
care~ully , making any corrections or changes you wish. When 
you are sure that your story is ready you may write it in 
ink on white paper . Please write this in~ormation on the 
white paper be~ore you copy your story. 
(Teacher lists this on board) 
First line 
Second line 
Third line 
Name 
School 
Town 
Titl e of Story 
Age 
Grade 
Teacher ' s Name 
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LESSON I 
"Girls and boys, hovr many have ever heard the expres-
sion, "Well begun is halr done?" 
"Who can tell us what it means ? (The teacher may ex-
plain the meaning if necessary.) 
"This old saying is just as true of our language 
stories as it is o:r other .things , so today I am going to 
help you with your language stories '\tTith this beginning sen-
tence . 
The teacher writes: 
"No school in (teacher supplies name of town) all 
day, " the radio announcer reported i .n his early morning 
broadcastl 
"Who would like to read the sentence? (call on some 
pupil to read it) "How many have ever heard such an announce-
ment? 
"HovT many would like to work on a group story today 
using this beginning sentence? Good! Before I ask for the 
next sentence let us think about these questions . 
"Were you delighted or disappointed when you heard 
the news? Why? Shall we describe the kind of weather or 
other condition that caused the unexpected holiday? 
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"Nmr, who is ready with a good sentence?" (Call on 
several children . Write the best on the board. Continue 
in this manner until the story is completed. Next call on 
a child to read it. I.f the time permits the class may re-
organize or otherwise improve the story. 
LESSON II 
"Today I am going to give you a beginning sentence 
whi ch you may use to work out a stor y of your own. This 
story may be about any pet , a dog, or kitten, or about your 
little sister or brother if you wish. 
"Novr I am going to help you with your first sentence." 
(Teacher writes on the board) 
My little dog, ••••• is very clever. 
"Who knows why I left a space after dog? That is 
right , so that you may tell us your pet's name. 
'~at are some tricks you might teach your pets?" 
(Teacher lists a few ideas as children suppl y them) 
"Remember, boys and girls, to talk about only one 
thing. Now who would like to tell a story?." 
Call on as many chi l dr en as the language period will 
permit . 
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LESSON III 
11 Today , girls and boys, we are going to have the be-
ginning sentence prepar ed for us again . This one may suggest 
a funny ending to you. If so, be sure to keep us all guess -
ing until the very end. tt 
The teacher '~ites the following sentence on the board~ 
As I gl anced up from the television progr am I saw· the 
evening paper creep s l owly acr oss the floor. 
ttperhaps you were a l one in the house at the time. It 
may have been dark too . Instead of looking at television 
you may have been reading a book when you noticed this queer 
happening . If so , change the beginning sentence enough so 
that we shall know what you wer e doing when you noticed the 
paper moving . 
"Tell us how you felt . Were you startled for a moment 
or really frightened? Explain how you acted so that we can 
understand your story better . 
"How many have an idea about what might make a nevrs -
paper creep along the floor? Good. Try to keep that part 
until the end or almost the end of your stor y." 
(If the chil dr en don ' t seem to r espond, suggest that 
a baby kitten or a little puppy could be under the paper , 
pushing it along. ) 
"Now vrho would like to tell a story?" 
LESSON IV 
"Girls and boys, ho'\oT many have a little sister or 
brother or a little pet at home who is always getting into 
mischief? Your story today may be about that little sister 
or brother or that pet . The beginning sentence goes like 
this. " (Teacher writes sentence on the board) 
My three-year-old sister can get into more mischief 
than any other little girl I know. 
11 If you are not going to talk about your sister you 
may change the words to fit your own story. 
"Who can make it apply to a pet?" Call on two or 
three children . 
My tiny dog, Skipper , can get into more mischief than 
any other dog I know. etc . 
"Arter you have decided whom you are going to talk 
about, think of some mischievous thing he did recently. Be 
sure to tell us all the details (little things) that lead 
up to the point of your story. Then close your story quick-
ly, without letting it drag. Remember to tell about only 
one thing. 
"Who can tell us some troubl e which little chil dren 
or pets might get into?" 
cat knocks plants 0~~ the shelf. 
Puppy plays tug- of- war ~dth some piece o~ cl othing 
mother has hung on the line to dry. 
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Sister scribbl ed over my homework l ast night . etc. 
"Now who is r eady to tell a stor y?'• Call on as many 
chil dren as can be heard during the l anguage period. 
LESSON V 
" Girls and boys, how many know the story about ' The 
Little Lame Prince'?' Good. You remember the story tells 
about a little prince who because he was lame couldn't walk 
or pl ay as other children do. He had a fairy godmother who 
was very kind to him. Whenever the prince needed help he 
would call his godmother by repeating a few magic words . 
Almost instantly she would make even the most impossibl e 
things come true for him. 
"If you had a fairy godmother what would you ask 
for? Would it be for help in s ome school lesson? Perhaps 
there is something special you want to play with or to wear 
or to do . Think about what you want most while I'm writing 
on the board. 
(The teacher writes) 
If I had a fairy godmother I would ask her • • •• •• • • • • 
"Remember, you may ask for only one thing . You may 
tell why you need it so much and what having it would mean 
to you. 
"Please write your story in pencil. After you have 
written it, r ead it carefully. Make any corrections or 
changes you wish. vlhen you are sure that your story is 
ready you may write it in ink on white paper . Please \-Trite 
this information on the white paper befor e you copy your 
story." 
(Teacher writes on board) 
First line 
Second line 
Third line 
Name 
School 
Town 
Title of Story 
Age 
Grade 
Teacher' s Name 
To the teacher: Please return the stories uncorrected . No 
help is to be given except in spelling. 
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Gener al instr uctions to the teachers who are cooperating in 
this creative language study : 
A week's wor k in creative language has been organized 
with rour days or discussion culminating in a composition. 
In order to derive maximum success i n t his exper iment al 
study, it wil l be helpful if the teacher woul d become well 
acquainted with the complete l esson plans for the week. 
Familiarity with the lesson pl ans will enable the teacher 
to rollow them more easily. This is important because the 
same material has been presented to other teacher s ; and to 
ensure a contr olled group situation, it is necessar y to 
keep the presentation of the material as similar as possibl e 
in all cl asses. 
In the discussion of the pictures , description or 
them is 1Q ~ avoided ~ de- emphasized. 
An attempt should be made to encourage all the chil-
dren to participate in the discussion of the pictures. The 
teacher should r efr ain r r om orfering overly positive or 
negative comments to the chil dren ' s responses . Strong ap-
proval or disapproval might produce prejudices toward some 
ideas or imitation of other ideas . 
The teacher is requested not to correct any composi-
tions . Children may be given help in spelling, but with no 
other phase of the story, please. 
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Runnin g directions are given , written at the le~t o~ 
the lesson material, ~or the aid o~ the teacher as the materi-
a l is presented. 
The pictures used are re~erred to by number as ~ollows: 
1. The two children in the waods 
2. The boy l ooking at the train 
3. The boy with the baby 
4. The winter scene 
Place the pictures in ~rent o~ the room (or somewhere else) 
where all the children can see them and study them. 
Instructions to teacher: 
1st day 
Point out the pictures. 
Picture 1. 
Picture 2. 
Picture 3. 
Picture 4. 
Discuss each picture 
separately. Explain if 
necessary, that a back-
ground to a story is a 
scene. Concentrate on 
one picture at a time. 
Get responses from dif-
ferent children. Place 
titles on the board. 
Later discuss, to choose 
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Today we are going to do 
something different with pictures . 
Pictures are a way of tell-
ing people our thoughts and our 
ideas and stories or a part of 
a story. 
Here are four different pic-
tures, which have nothing to do 
with each other . 
This is a picture about two 
children in the woods . 
Here is a picture about a 
boy looking at a train. 
Here is a picture about a 
boy with a baby. 
This picture is about winter . 
Which pictures, do you think, 
tell a story? Why? Which pic-
tures are a part of a story? 
Why? Which pictures are a back-
ground to a story? 'Why? 
What would be a good titl e 
for each picture? For which 
picture? 
good titles and why. 
Caution: these titles 
do not have to be used 
by children. 
Directed to picture 4. 
Discuss. 
Directed to picture 2. 
Discuss. 
Directed to picture 3. 
Discuss. 
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Are there any other pic-
tures you could paint about 
winter? What would be their 
titles? Would they be a 
part of a story or would they 
be a background to a story? 
What other ideas do 
you have about the boy look-
ing at the train?. What does 
he make you think of? Could 
you paint a picture of it? 
What would you call it? 
Look at the boy with 
the baby. What other pic-
tures do you think of when 
you look at this picture? 
What would be their titles? 
Would they be a story or a 
part of a story? 
Directed to picture 1. 
Discuss. 
2nd day 
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What about the two children 
in the woods? What would be the 
title o~ another pictur~ you 
could paint, that this picture 
makes you think o~? Would it be 
a part of a story, or a back-
ground to a story? 
Look at all the pictures 
and pick one that you like and 
that appeals to you. If you 
have any ideas about it, write 
fu~dow. 
When we talked about the 
pictures yesterday, we didn't 
describe the~. We ~ound out 
what kinds of pictures they were. 
Whether they told a story, whe-
ther they told a part o~ a story, 
or whether they were a background 
to a story. We talked about 
other pictures they made us 
think of, and gave these pic-
tures titles. 
Let's look at the pictures 
again today. The pictures ~11 
tell each of us something different. 
Repeat ~or each picture 
taking picture 3. either 
second or third in order. 
Repeat for each picture. 
Multiple suggestions di-
rected to picture 1. 
Indicate picture. Dis-
cuss each question and 
any others that are 
raised. 
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What do you think happened 
be~ore this picture was made? 
What else could have happened? 
What do you think happened a~ter­
wards? What else might happen? 
I~ you were in the picture 
what would you have thought? 
Why do you think the boy 
and girl are in the woods? Did 
they go ~or a walk? Where do 
you think they are going? Where 
did they come ~rom? Do you 
think they are lost? Do you 
think they will get lost? If 
they get lost , what will happen? 
What do you think the boy and 
girl are like? Are theyfright-
ened? Are the woods lonely or 
~riendly? What are the woods 
like at different times of the 
year? If the boy and girl don't 
get lost, when will they get 
home? Are they a long way from 
home? Were you ever in the woods? 
How would you feel if you were in 
this woods? 
Multiple suggestions 
directed to picture 3. 
Indicate picture. Dis-
cuss each question and 
any others that are 
raised. 
Picture 2 . 
Directions as above. 
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Why is the boy with the 
baby? Is it his brother? Has 
he been with the baby all da~ 
Why is the baby crying? What. 
else could the boy be doing? 
Do you think he will have to 
stay with the baby? What is 
the boy like? Did any o~ you 
ever watch a baby? What would 
you think and do if you were 
this boy? How would this pic-
ture have been painted if there 
were a girl with the baby in-
stead of the boy? How would 
this picture have been painted 
if it had been winter? 
What time of day is it in 
the picture of the boy looking 
at the train? Where did the 
boy come from? School? Home? 
Play? Why did he go there?· 
Did he go there to watch the 
train? Is he dreaming? What 
is he thinking of? Is he think-
ing of taking a ride on the train? 
Is somebody he lcnows on the train? 
Picture 4-. 
Directions as above. 
3rd day. 
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Where do ya>U think he "'ill go 
a£ter the train goes by? If you 
were the boy, what would you 
think of as it got dark? 
Look at the picture of 
winter. What time is it in the 
picture? What else could the 
children be doing in winter? 
Is it very cold? Why are they 
building the £ire? To keep 
warm? To roast hot dogs? What 
other kinds of winter pictures 
can you paint? What might you 
do if you were in this picture? 
If you have ~ny more ideas 
about the picture you have picked, 
write them down. Ask yourself 
more questions about the picture, 
as what are the names of the 
children in the picture? You 
may also think about writing 
something about the picture you 
choose. 
Do you remember the pictures 
we were talking about yesterday? 
Let's think about them again. 
*Optional: Ask the 
children to close their 
eyes--and think. 
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An artist paints a picture 
for us to look at. He hopes 
that we wlll feel something 
that he is telling us. We do 
this when we paint. We do this 
when we write. We do this when 
we talk. 
Maybe you have enough ideas 
about the picture you have chosen 
so that you could tell about it~ 
Don't tell us nmo1. Does what 
you have thought of happen be-
fore the picture? Does it happen 
after the picture. Does what you 
have to tell us take place both 
before and after the picture? 
Is it something one of the pic-
tures made you think of but dif-
ferent from a story? 
Don't tell us. Instead think* 
what would be the title of it? 
What picture did you pick? What 
is the first sentence of what 
you have thought of? 
Get di~ferent children 
to tell their ~irst 
sentences. Discuss 
4th day 
Have individual chil-
dren tell their stories 
or word pictures. 
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Make your sentence interest-
ing so that we will want to hear 
the rest o~ what you have to 
tell us some other time. 
********** 
Write down any more ideas you 
get about your picture. 
By now everyone should have 
something interesting to tell 
about the picture he has chosen. 
Can you tell us what you have 
thought about? Choose your 
words carefully so that we know 
just what you were thinking of. 
Do you have a story to tell us~ 
Do you have a word picture to 
tell us? Who would like to 
start? 
********** 
I~ you get some more ideas 
write them down . Think o:r your 
picture and story. 
5th day . 
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This week we have been look-
ing at some pictures and talking 
about them. We have told of' 
pictures or stories, ideas and 
thoughts of' our own that they 
have made us think of . Today 
you may write instead of tal king. 
If you want to tell what the 
picture has made you feel, and 
imagine, do so. You may want 
to tell what you think has hap-
pened before the picture, in-
stead. You may want to tell 
what you think happened after 
the picture you have pickedo 
If you want to tell what you 
think has happened both before 
and after and during the picture 
you have chosen, you may do so. 
When you are finished , r ead 
what you have written carerully, 
make any corrections or changes 
you wish. (I will help you with 
spelling.) When you are sure 
Give chil dren vmite 
lined paper. 
List information on 
board 
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that your story is ready, you 
may copy it in ink on this paper . 
Please write this information 
on the white paper before you 
copy your story. 
Fi rst line Name Age 
Second line School Grade 
Third line Town Teacher ' s 
name 
Title of Story 
At the bottom of your story you 
may answer these questions: 
Did you l ike what we did this 
week with pictures? Would you 
like to do it again with dif-
ferent pictures? 
Exercises !Q Stimulate ~ ~ 2f Ideas ill Written Composition 
These exercises consist of five exercises based on a 
ttmultiple to minimum of ideas" plan to stimulate written 
composition. The purpose of the first four exercises is to 
stimulate as many and as varied ideas for compositions as 
possible. The last exercise is the basis for a composition 
from the children. In general each of the first four exer-
cises provides faetual information upon which imaginative 
writing can be based. It is assumed that the children will 
be familiar with most of the occupations described in each 
exercise. 
It is fUrther assumed that to stimulate the flow of 
ideas it would appear that some factual material must be provided 
as the base from which flights of imagination can be launched, 
and that once a pattern is established, once the imaginations 
of children have been freed from any education imposed re-
strictions the child can use familiar objects as a base and 
write creatively and well. 
In the discussions that are part of each of the first 
four exercises all ideas should be accepted. Regardless of 
how fanciful and inaccurate the ideas may appear they should 
be accepted as suitable bases for composition if they show 
some thought and promise of fruitful development, since the 
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purpose is not to provide infor mation, but t o stimulate the 
imagination. 
It is not necessary nor desirabl e for the teacher to 
have any additional information concerning the occupations 
included in t hese exercises. Again the purpose is not to 
provide information, but to stimulate the f l ow of ideas. 
Each occupational title bas been selected with that thought 
in mind. 
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General Instructians 
1. The first four exercises are to be done as prepatation 
for Exercise Five. 
2. Spend about fifteen minutes on one exercise each day. 
3. Exercise Five only is to be r eturned uncorrected.-
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Exercise A 
Directions:- Read the .follmrlng paragraph to the children: 
A Locomotive Engineer is a man who operates a steam 
locomotive on a railroad. He directs the work of the 
engine crew. The Locomotive.Engineer starts the train 
upon a signal from the conduct or, and controls the 
movement of the train according to the train's orders, 
schedule and the semaphore signals along the route. 
The Locomotive Engineer inspects the locomotive at the 
beginning and end of each run . He also oils the engine 
to keep it in good condition. 
Then say, "If you were to v~ite a story about a man who is 
a Loc·omotive Engineer what would you say'? Here are some 
suggestions to help you. After I have .finished reading 
these suggestions you write as many more ideas for stories 
as you can think of. Where does he live? Does he have a 
family? Does he have children older than you? HO\of does 
he dress vThen he goes to ·work? Is his job important?:· Is 
it dangerous? Is it a hard job? ]s it a good job? What 
does he have to know to do his job? What happens to the 
engine after the Engineer has finished his daily trip? 
What happened to the engine after one of the daily trips 
was .finished? Would you like to be a !Dcomoti ve Engi neer?· 
Why? 
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Now write as many ideas for stories about a Locomotive 
Engineer as you can . 
At the end of five minutes have the children stop 
writing and call upon the cl ass to read some of the ideas they 
have written . Discuss each idea briefly . Accept all ideas. 
Commend those that show some thought . I f the idea does not 
seem to have been based on any reasoning or thought ask the 
child to tell a little more. 
At the end of the period say , "Please pass the papers 
forward . This is all the time we have for today. How many 
of you think that you could write a good story about a Loco-
motive Engineer'?" 
Exerci se £!, 
Directions:- Write the following on the board: 
Milkman - Drives a truck over route, delivers 
milk, loads trucks, collects empty bottles, 
collects bills, secures nel'T customers. 
Airplane Hostess -Makes airplane passengers' 
trips pleasant, greets passengers, seats them, 
fastens seat belts, gives out magazines, an-
swers questions, gives first aid, serves lunches. 
Then say, "If you were to write a story about someone who is 
a Milkman or an Airplane Hostess what would you say. Here 
are some suggestions to help you. After I have finished 
reading these suggestions you write as many more ideas for 
stories as you can think of. Where does the person live? 
Does the person have children older than you? How does the 
person dress when he goes to work? Is the job important? 
Is it dangerous?· Is it a hard job? Is it a good job? 
What does the person have to know to do the job? What happens 
to the milk after the trip is finished? What happened to 
one of the bottles of milk he delivered? What happened to 
one of the passengers after the trip was finished? Would 
you like to be a Milkman or an Airplane Hostess? Why? 
Nmv write as many more ideas for stories about a Milk-
man or an Airplane Hostess as you can. 
At the end of five minutes have the children stop 
writing and call upon the class to read some of the ideas 
they have written. Discuss each idea briefly. 
ideas. Commend those that show some thought. 
Accept all 
If the idea 
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does not seem to have been based on any reasoning or thought 
ask the child to tell a little more. 
At the end of the period say, "Please pass your papers 
forward. That is all we have time for today . How many o:f 
you think that you could write a good story about a Milkman 
or an Airpl ane Hostess? 
Exercise Q 
Directions:- Write on board the following: 
Visiting Nurse displays, explains, sells, customers, 
sales slip. 
Salesman cargo, swabbing deck, coiling rope, 
lookout steering 
Movie Actress temperatures, patients at home, medi-
cine, pills 
Sailor 
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'!'hen say, "On the board you will find the names of four jobs 
and three sets of words that tell something about three of 
the four jobs. One job has no words to describe it. The 
words describing the jobs are not opposite the job they 
describe. You must decide which words best fit which job. 
If you were to write a story about someone who had one of 
those jobs what would you say? Here are some suggestions 
to help you. After I finish reading these suggestions you 
write as many more ideas for stories as you can think of. 
Where does the person work? Where does he live.? Does he 
have a family? Does he have children older than you? How 
does he dress when he goes to work? Is the job important? 
Is it dangerous? Is it a hard job? ]s it a good job? What 
does he have to know to do the job? Would you like to be 
a Visiting Nurse, a Salesman, a Movie Actress or a Sailor? 
Why? 
Now ~~ite as many more ideas ror stories about any 
one of these jobs as you can. 
At the end of five minutes have the children stop 
~~iting and call upon the class to read some of the ideas 
they have written. Discuss each idea briefly. Accept all 
ideas. Commend those that show some thought. If the idea 
does not seem to have been based on any reasoning or thought 
ask the child to tell a little more. 
At the end or the period .say, "Please pass the papers 
rorward. That is all the · time we have for today. How many 
or you think that you could write a good story about a 
Visiting Nurse, a Salesman, a Movie Actress or a Sailor'?'' 
Exercise U 
Directions:- Write on board t he following: 
Baseball Player 
Telephone Operator 
Pilot 
Librarian 
Then say, 11 0n the board are the names of four jobs that 
people do. (point to each and say job title) If you were 
to write a story about a person who is a (say each one) 
what would you say? Here are some suggestions to hel~ 
you. After I finish reading these suggestions you write 
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as many more ideas for stories as you can think of. Where 
does the person work? Where does he live? Does he have a 
family? Does he have children older than you? How does he 
dress when he goes to work? Is the job important? Is it 
dangerous? Is it a hard job? Is it a good job?.' \fuat does 
he have to know to do the job?.' What happens to the things-
he uses for the job after he is finished work? What hap-
pened to one of the things he uses for the job after he 
has finished work? Would you like to be a Baseball Player, 
a Telephone Operator, a Pilot, or a Librarian? Why? 
Now write as many ideas for stories about any of the 
j obs written on the board as you can. 
At the end of five minutes have the children stop 
writing and call upon the class to read some of the ideas 
they have written. Accept all ideas. Commend those that 
show some thought. If the idea does not seem to have been 
based on any thought or reasoning ask the child to tell a 
little more. 
At the end of the period say, "Please pass your 
papers forward. That is all we have time for today. How 
many of you think that you could write a good story about 
a Baseball Player, a Telephone Operator, a Pilot or a 
Librarian?" 
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DIRECTIONS !Q .TEA~c_HER ___ s 
1. The first 4 lessons are to be done as a preparation 
for lesson 5. 
2. SPend about firteen minutes on the first 4 lessons each 
day. They may be done orally or written as you see fit. 
3. Lesson 5 only is to be returned. Do not correct it. 
4. Each child receives a copy of the first 4 lessons. 
Directions for lesson 2 are to be read aloud to the 
children or placed on the board if the teacher wishes. 
5. I do sincerely appreciate your helpfUl cooperation 
duri.ng this creative language study. 
I 
I,!m PARAGRAPH 
One Topic 
j _48 
A good story teller makes sure that all the sentences 
in each paragraph or his story tell about one main topic . 
Below are six paragraphs. Each one contains a sen-
tence that does not tell about the topic. Draw a line 
through the sentence that should be omitted. 
1. What a wonderrul time Mr. Wind has on a r ainy day! He 
blo"YTS the rai ndrops first one way and then another. He 
dashes into an umbrella and turns it inside out. As he 
rushes ofr to attempt another trick, you can always hear 
him laugh. Snow falls in winter time. 
2 . My aunt has a mapl e sugar farm and there I learned how 
to make mapl e wax. Only two articles are needed , niee 
white snow and mapl e syrup. The syrup must be boiled 
until it is thick. Next, pour the hot liquid right in-
to the snow. Tomorrow we are going to make fudge . 
Finally when the syrup has cooled, you have maple wax. 
3 . My ravorite pet was a little kitten. She was gr ay and 
white and very gentle . I liked her because she never 
scratched anybody . I enjoy playing with dogs . Ever y 
morning she would jump on my bed. This was a signal 
that kitty was hungry. One day my kitten disappeared 
and I have never found _her. 
4. Henry's father gave him a large box of seeds to plant 
in his garden. While digging the garden, he placed 
the box of seeds on a large flat stone. Henry had a 
bird house in the garden. After the earth was all dug 
and the rows ready for planting, Henry reached for the 
box of seeds. The box was there but all the seeds had 
disappeared. He knew what had happened to them when he 
saw two chickens stalking away after a wonderful mea11 
t4.9 
5. December in the olden days, -was the tenth month of the 
year. The first month of the year January, was named for 
the god~ Janus. This god had two faces. Once a statue 
of Janus adorned the gateway of ~ large city. One face 
looked toward the main part of the city and the other 
face looked to the country section. And so today January 
looks ahead to the new year and back at the year that 
has just passed. 
6. One sunny morning a neighbor asked me if I would like to 
earn three dollars by removing the rocks in her garden. 
I had planned to go swimming that day but still the thoughts 
of three dollars interested me. As I stood looking at the 
rocks, my swimming friends appeared, but I explained it 
was more fun to play a rock game than to go swimming. 
My little sister has many dolls. After explaining that 
it involved throwing rocks from the garden at a can in 
the empty lot, they all decided to play too. Little did 
they know I was earning three dollars with their help1 
II 
I!m. PARAGRAPH 
Logical Sequence 
A good story teller always tells his story in the 
order in which the event~ happen. 
In the following paragraphs arrange the sentences in 
their correct order. PUt the numbers of the sentences to 
the right or each paragraph. 
1. 
1. He asked the woodcutter's wife for food and 
shelter. 2. The cakes burned. 3. Dnagine scolding 
her beloved kingJ 4. The king agreed to watch the 
cakes, but his mind was occupied with thoughts of his 
poor soldiers. 5. Many years ago King Alfred ruled 
England. 6. She thought he was a beggar but told him 
to care for her cakes that were in the oven while she 
did an errand. 7. After a series of terrific battles 
with a fierce enemy in which Alfred's soldiers had been 
beaten, the King came to a woodcutter's cottage deep in 
the woods. 8. When the woodcutter's wife returned, she 
scolded King Alfred and said he was such a lazy fellow 
that she would give him no supper. 
2. 
1. She asked a daisy for a drink but the daisy 
laughed and shook her pretty head. 2. The violet gave 
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her a sweet perfume but nothing to drink. 3. The 
grateful fairy changed the poppy to gol d and after 
a while all the other poppies in the field were also 
turned to gold. ~. Long ago a thirsty fairy was 
flitting through a field of flowers. 5. Then the 
fairy asked a viol et f0r a single drop of water. 
6. Last of all, the fairy begged a snow-white poppy 
to please help her . 7. Now it happened that in the 
heart of the poppy were two shining dew drops, and the 
poppy gladly gave them to her tiny visitor. 
3. 
1. My uncle heard the commotion and quicliy 
captured the pig. 2. My brother and I decided to visit 
the big black pigs on my uncle ' s farm. 3. That taught 
my scared brother not to annoy pigs. ~. The largest 
one began to grunt and my brother tried to grunt too. 
5. The pig became angry and over the bars it jumped 
chasing Robert. 
~ . 
1. Add butter, flavoring , and nuts . 2. Break 
into pieces. 3. Put the sugar, cor n syrup, and water 
in a pan and cook until the mixt ure is brittle when 
tried in cold water. ~. As soon as possible turn the 
candy over and pull and stretch it out as thin as possi-
ble. 5. Then pour it into a buttered pan. 6. For a 
---
delicious dish of peanut brittle you need 1 cup of sugar, 
1~ cups of chopped roasted peanuts, i teaspoon salt, t 
cup corn syrup, t cup water, l t tablespoons butter and 
t teaspoon l emon extract. 
5. 
1. The children dashed to the fire box to sound 
the alarm. 2. One morning our neighbors built a fire 
in the back yard because they wanted to burn some rub-
bish. 3. In a short while the fire was extinguished. 
4. The fire was not very large so they went into the 
house for lunch. 5. A few moments later the engines 
came clanging down the street. 6 • . After the meal, 
they discovered the whole yard was on fire. 
6. 
1. Helen and I did not move at the same time and 
this pulled the shawl over my head, leaving the elephant 
without any legs in back. 2. My big sister spread a 
blanket over us and pinned a stuffed stocking on the 
front of it for the trunk. 3. It was very funny and 
even I had to laugh. 4. Helen and I had a circus in 
our attic. 5. The circus went along fine until it was 
time for the elephantts performance. 
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III 
IJm PARAGRAPH 
~ Endings 
A.. 
1.53 
A good story teller al,~ys gives a good ending to 
his story. The last sentence should make the r eader feel 
that the story is finished. 
In the foll m-ting stories, tell which ones have a 
good ending and be abl e to tell why you think so. 
1 . 
One night whil e camping , a strange sound awakened 
me. I jumped up and ran outside but could see nothing. 
However I heard peculiar sounds like grunts so I knew an 
animal was near . I turned the flashlight in that direction 
and saw an enormous deer. He l ooked at the light and r ushed 
away . The f l ashl ight was a much better friend than a deer 
that night l · 
2 . 
Joan had been watching a milk- weed plant that was 
growing near her house . The pod was tightly closed but she 
knew it would soon open . One beautiful autumn day Joan 
looked at the plant and saw that the pod had begun to split. 
Inside was a nice soft white silk fluff with brown seeds at-
tached. She hastily picked the stalk to show her mother . 
At that moment a big puff of wind came along and blew the 
silk fluff right out of her hand J Then she coul dn ' t show 
it to anybody. 
:154 
3. 
When Abraham Lincoln was a young man he worked in a 
store. One evening in adding up his accounts, he ~ound that 
one o~ his customers had been overcharged six cents . It was 
time ~or his supper, he was tired and the woman lived three 
miles away . Abraham didn ' t bother to think about himself 
but hastened to her home and paid the six cents. Do you see 
why Lincoln earned the nickname "Honest Abe?" 
4. 
The first thing to do in giving artificial respira-
tion is to place the victim's arms across his forehead. 
Then turn him over by twisting his feet. After that you 
turn his head so he is facing sideward. Get up on the ball s 
of your feet and put pressure on his ~loating r ib to the 
count of two. Rel ease the pressure and keep on doing the 
same thing until he is breathing regularly. This is a good 
thing to do . 
5. 
Last night. a huge animal appeared at the foot of my 
bed. He was so enormous and bad such a peculiar expression 
on his face that I was petrified. I decided to call for 
mother, when suddenl y she called me for breakfast. The hor-
rible animal disappeared as if a magician had per~ormed a 
magic act . 
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6. 
Fascinating toys have appeared in a nearby store 
windovt. There are about ten different kinds of dolls that 
I would like to own. One says "mama" whenme is bent for-
ward and ndadatt when she is bent back\>~ard. Another wonder-
ful doll can really walk. How I wish I had saved my allow-
ance this month! 
Closing Sentences 
:B. 
Here are just the ending sentences of some paragraphs. 
Put ten numbers on your paper and beside each one write yes 
or no according to whether it is a good or poor ending •. 
1. Do you understand now why I named my puppy, Mischief? 
2. Would you like to carry your house on your back like a snail? 
3. It was the best trick in the whole show. 
4. I had a good time. 
5. It was the funniest thing that ever happened to me! 
6. It was in the winter. 
7. Because their appetite had not been satisfied they ate 
up the wicked old woman herself. 
8. The humming sound was then explained. 
9. She won the prize. 
10. No other fish ever tasted as good as that one. 
IT: 
~PARAGRAPH 
Three Stories 
A good story teller talks about only one big subject 
in each paragraph. 
In the rollowing sentences three stories are mixed 
up. Write the sentences in paragraph form telling the 
stories in their correct order. When you rinish, there 
will be three stories. 
1. Baby sister stood in her play pen very happily looking 
over the railing. 
2. Last July a terrific storm eame up very unexpectedly. 
3. On my vacation I visited my friend Susan. 
4. We could not touch him even though he swam right near 
us because he went so quickly. 
5. Susan's brother and his rriend Alan went out in the 
row boat to see what that head could be. 
6. That was the \rorst storm I ever lived through. 
7. Lightning struck the electric pole near our house and 
really gave us a terrible fright. 
8. She had thrown her new doll onto the rloor, and that 
made her laugh very heartily. 
9. One morning while we were swimming in the lake, I saw 
a dark head poke out of the water. 
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10. The .fuse blew· out and this added to our con:rusion . 
11. They saw it was a tiny baby deer . 
12. On came our lights and we were happy again . 
13. The deer had gone swimming :from the other side of 
the lake. 
14. Her smile, as I approached seemed to say, "Please 
pick up my doll." 
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15. Then we had no lights, but Dad called the service-man 
to come in a hurry. 
16. I did just that, :for nobody could resist baby sister. 
, 17. For my reward she managed an even bigger grin which 
showed her two tiny white teeth. 
v 
~PARAGRAPH 
! Written Composition 
Today you are going to be a good story- teller . Al l 
week we have been working on interesting paragraph. We 
have talked about using only one subject in a paragraph, 
writing the events in your story the way they happened , and 
about good endings. 
You may write about some interesting experience you 
have had that you think woul d make a real good story. 
When you are finished, read it carefully, making any 
corrections or changes you wish. I shal l hel p you vdth 
spelling. When you are sure that your story is r eady you 
may write it in ink on this paper . Pl ease write this in-
formation on the white paper befor e you copy your story. 
(Teacher lists this on boar d) 
First l ine 
Second line 
Thir d line 
Name 
School 
Totm 
Age 
Gr ade 
Teacher ' s Name 
APPENDIX B 
SCORING KEY 
1 . Vocabulary 
P F G E S 
1 2 3 4 5 
Extent of vocabulary • • • . • () () () () () 
Use of words • • • • • . • • • () () () () () 
2 . Mechanics of Expression 
Sentence Structure • • . . . . 
3 . Organization 
Development of ideas • . . . • 
4. Originality 
1 2 3 4 5 ( ) ( ) ( ) ( ) ( ) 
1 2 3 4 5 () () () () () 
1 2 3 4 5 () () () () () 
Total •••• 
1~ 
. ' ' 
Total 
- -----
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